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ABSTRACT 
 
This dissertation seeks to prove that a literary project about women writers and feminism can 
help a group of students in 2nd year of ESO to develop their key competences, as well as their 
communicative competence, at the same time as they work on curricular themes and values 
such as gender awareness and equality. With this study, I also intend to demonstrate that 
students’ interest in literature and poetry, which is the chosen genre, can increase thanks to a 
literary project. In order to conduct this research, I reviewed the most important literature on 
Second Language Acquisition (SLA), Communicative Language Teaching (CLT), Project-
Based Learning (PBL) and Project-Based Language Learning (PBLL), together with works 
about the use of literature in the EFL classroom, in order to lay the theoretical foundations of 
this work. Then, I designed some tools so as to select literary texts appropriate for the 
students’ level. Next, I conducted a pre-test to evaluate their needs and level. Afterwards, I 
designed the project following the aforementioned theoretical framework, as well as the 
curricular framework that governs the teaching of English as a Foreign Language (EFL) in 
Spain. The implementation of this project, together with a post-test, revealed that the 
students’ communicative competence and gender awareness actually improved, as they 
successfully completed the project’s challenge and proved to have learnt about feminism by 
communicating in English. Finally, this study has also uncovered some issues related to the 
use of literature in the EFL classroom, such as the time necessary to conduct a literary project 
successfully, which may help other teachers implement this type of project. 
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1. Introduction 
      
The teaching of English as a Foreign Language (EFL) in secondary education aims at 
students’ achievement of communicative competence. The national and regional curricula 
provide teachers with guidelines as to the way in which these competences have to be 
developed. Teachers have some freedom to choose the procedure, techniques and tools to be 
used in their classroom, among which we may find literature. Literature was long removed 
from the EFL classroom because of its link to the Grammar Translation Method, a traditional 
method that proved to be ineffective for EFL teaching. However, in the late twentieth 
century, several studies (Collie & Slater, 1987; Maley & Duff, 1989) found literature to be an 
asset for EFL teaching. Following these studies, literature found its way back into the EFL 
classroom.  
Bearing these ideas in mind, in this dissertation, I will argue that literature is a useful 
tool whereby E.S.O. students can develop the five skills of language learning along with their 
communicative competence, and other curricular competences, such as cultural awareness, 
social, civic and expression competences. In the course of this study, I intend to disprove the 
generalisation that literary texts are too difficult, hard to understand, and/or irrelevant for 
students to be used in the EFL secondary education classroom. In order to do so, I have 
chosen a topic that should be of interest to most, if not, all students: feminism and gender 
awareness. Apart from developing students’ interest in classic literature, with the creation of 
my teaching plan, I intend to raise awareness of the fact that feminism is a social cause for 
which people, especially women, have been fighting for several centuries. I also seek for 
students to become aware of the fact that sexism and gender inequality have not been 
eradicated yet, developing in that way their values and civic competences.  
Thus, I propose to carry out a project revolving around women writers, the final 
product of which would be a multimedia blog dealing with their lives and works. So as to 
carry out this project, I will create some tools that allow for the selection of suitable literary 
texts, regarding their difficulty as well as their content, which must allow me to work on 
feminism and its evolution, gender awareness and other values. Secondly, I will create 
materials and activities that will be organized into lessons in which students will develop 
their communicative competence together with the aforementioned values. I intend to 
implement some of these activities during the Practicum II to gather data about the 
implementation process and results. These data will inform me about whether the target 
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group develops their communicative competence, together with their awareness of the 
importance and evolution of feminism and the contribution of female writers to this cause. 
The first section of this dissertation corresponds to the theoretical framework that 
underlies my teaching plan advocating the use of literature in the EFL classroom. It 
concentrates on current English Language Teaching (ELT) methodologies, mainly 
Communicative Language Teaching (CLT) and Project-Based Language Learning (PBLL) 
with a particular focus on secondary education. The second section reviews the history of the 
use of literature in the EFL classroom. Afterwards, I account for my argument that literature 
is a good resource for the secondary education EFL classroom, remarking its beneficial 
aspects. In this section, I also describe the criteria and tools used to select literary texts based 
on these students’ age, level of proficiency and interests. In the third section, I establish the 
curricular background that supports my thesis statement along with my teaching plan. The 
fourth section explains the methodology followed to design this project. Finally, the fifth 
section consists of my teaching plan, i.e. the women writers’ project. In this section, I provide 
a justification for this particular project and outline the learning outcomes that students are 
intended to achieve. Moreover, I provide the contextualisation of this project, along with the 
activities, materials and evaluation tools created. The final part of this section is a discussion 
on the findings and results of the implementation process, which reveals if my teaching helps 
students develop their communicative competence together with feminist values and gender 
awareness. 
The limitations of this study result from the scarcity of time and freedom to fully 
implement the original project during the Practicum II, which inevitably limits its scope and 
results. As will be further explained, the context of this school is particular, since it is a 
newly-founded high school where there are not classes beyond 3rd year of ESO, as each year 
students advance a new level is created. Therefore, taking into account these particular 
students’ level, I decided to work with a 2nd year of ESO class. This makes working with 
non-adapted literary texts even more difficult, because these students are not advanced 
second language learners. Nonetheless, it is expected that the results obtained from the 
implementation can be meaningful enough to provide some evidence to either prove or 
disprove the argument made hereby. 
With this study, I expect to demonstrate that literature is a relevant instrument 
whereby students can develop their communicative competence and the five language skills. I 
anticipate that this study will show that, nowadays, students may not be very keen on 
literature and they unfortunately lack a reading habit. Therefore, this dissertation is aimed at 
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showing that it is of extreme importance that students become familiar with literature for 
them to benefit from the wide range of themes that literature deals with and from its creative 
use of language. I also intend to prove that a motivating methodology, such as PBLL, is 
important to make studying literature more student-friendly. This will also increase the 
possibilities of students’ engagement and success in developing their communicative 
competence—the ultimate goal of ELT. Hence, this study intends to prove that neither 
women writers nor literature are a thing of the past when it comes to educating a generation 
that can use English to communicate worldwide and spread feminist and ethical values such 
as those presented here.  
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2. Theoretical framework 
      
2.1. ELT, with a Focus on CLT and PBLL in Secondary Education 
Communicative Language Teaching has been the recognised approach in the field of ELT 
since the 1980s, when scholars started realising that there existed no method that could fit all 
learners (Nunan, 1991, cited in Brown, 2002). Theorists, therefore, focused on finding the 
appropriate approach to language learning through the development of classroom practices 
that conform to SLA principles (Brown, 2007b). This is how they conceived the 
“communicative approach”, also known as “CLT”, which Brown (2007b, p. 46) describes as 
“a unified, but broadly based, theoretically well-informed set of tenets about the nature of 
language and of language learning and teaching” to be followed when designing and 
evaluating classroom procedures. Unlike other methods, CLT is a dynamic methodology, 
which has been interpreted differently depending on the author, and which has changed since 
its emergence in the 1970s. Regardless of this, it has some fundamental and stable principles: 
the communication principle, the task principle and the meaningfulness principle, which are 
described as follows: 
      
The communication principle: Activities that involve real communication promote 
learning. A second element is the task principle: Activities in which language is used 
for carrying out meaningful tasks promote learning (Johnson, 1892). A third element 
is the meaningfulness principle: Language that is meaningful to the learner supports 
the learning process. (Richards & Rodgers, 2001, p. 161). 
      
All these activities seek the attainment of communicative competence, which encompasses all 
the knowledge and skills that a learner has to acquire to communicate effectively in a second 
language. Although there exist different definitions of communicative competence, this 
dissertation abides by that of the Common European Framework of Reference (2001), which 
describes communicative competence as comprising linguistic, sociolinguistic and pragmatic 
competences, since it is the CEFR that informs the Spanish curriculum. 
 Among the different trends within CLT, this dissertation abides by Task-Based 
Language Teaching (TBLT), which advocates the use of tasks to develop the communicative 
competence. Ellis (2003, p. 10) provides the six criteria for a task: a task is a “plan for learner 
activity” focused on meaning, which has a “communicative outcome”, and which engages 
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learners in “real-world processes of language use”, “cognitive processes” and the use of any 
of the four skills. In short, TBLT is a recognised approach that is said to be conducive to 
language learning, because students use language meaningfully and communicatively to 
complete real-world tasks. Finally, by engaging learners in meaningful communication, they 
are provided with both comprehensible input (Krashen, 1985) and output (Swain, 1985), 
which prompt language acquisition (Richards and Rodgers, 2001).   
 Within TBLT, theorists distinguish between two different types of tasks: pedagogical 
and real-world tasks (Nunan, 1989). Based on Nunan’s (1989) work, Brandl (2008, p. 9) 
describes the former as “a bridge between the classroom and the real world in that they serve 
to prepare students for real-life language usage”, whereas the latter are tasks “designed to 
emphasize those skills that learners need to have so they can function in the real world”. 
Willis (1996) proposes six different types of real-world tasks, among which problem-solving 
tasks can be found. These tasks present students with a problem for which they have to find a 
solution. Therefore, they are intimately related to the methodology of Problem-Based 
Learning (PBL), since a project can be considered an enormous problem-solving task. 
 PBL is defined as an instructional practice that uses “authentic, real-world projects, 
based on a highly motivating and engaging question, task, or problem, to teach students 
academic content in the context of working cooperatively to solve the problem (Bender, 
2012, p. 7). Given that students are often free to choose the topic of the project and the way 
of facing the challenge and creating the final product, they are motivated and learning 
becomes more meaningful (Bender, 2012). Thus, this methodology is highly acclaimed for 
attaining active engagement as well as good academic results by students (Bender, 2012). 
Others acclaim it for its practicality, as students can develop their digital competences and 
problem-solving skills (Drake & Long, 2009, cited in Bender, 2012). Finally, it is widely 
agreed that PBL favours differentiated instruction, because cooperative learning together with 
PBL allows teachers to divide tasks and responsibilities according to students’ needs and 
abilities (Bender, 2012). 
 Given the various pedagogical benefits of PBL, there emerged an approach to 
language learning called Project-Based Language Learning (PBLL), which enhances 
language acquisition and the development of the communicative competence through 
projects. This approach, therefore, was born from the agreement between PBL and CLT 
principles. Firstly, projects are supposed to provide learners with comprehensible input, 
which is essential for language acquisition (Krashen, 1985). Secondly, projects entail that 
learners produce comprehensible output, which also leads to language acquisition (Swain, 
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1985). Thirdly, projects involve cooperative work and interaction, so learners are bound to 
negotiate meaning and learn from their peers (Long, 1981), which is a means of scaffolding 
(Vygotsky, 1978). Indeed, PBLL gives learners scaffolding in different ways to help them 
thrive in a project. Finally, student participation and motivation, an essential requirement for 
language acquisition (Dörnyei, 1994), is promoted by giving learners a choice in the project, 
and by making them responsible for their own learning. In this way, PBLL facilitates 
attending to the “four major motivational factors” that define motivation in the EFL 
classroom, which are the “interest” and “relevance” of the project, students’ “expectancy”, 
i.e. their feeling that they are able to succeed, and their “satisfaction” with the project 
(Dörnyei, 1994, p. 277-78). From a motivational perspective, students will be prepared to 
thrive as well.  
 
2.2. Literature in the EFL Classroom  
2.2.1. History of the Use of Literature in the EFL Classroom. 
In the eighteenth century, modern languages became a subject of study in European schools. 
They were taught using the same methodology used to teach Latin and Greek, which 
consisted in teaching a specific grammar point and, subsequently, translating isolated 
sentences (Richards & Rodgers, 2001). This method became known as the Grammar-
Translation Method. At that time, the most direct use of SLA was to read literary texts in the 
source language and, thus, literature was an important element in the EFL classroom. 
Although reading and writing were for a long time the only goals of SLA, by the end of the 
nineteenth century, the Reform Movement promoted the development of the oral skills 
(Richards & Rodgers, 2001). As soon as these gained importance, translation together with 
literature was banned from the second language classrooms (Richards and Rodgers, 2001). 
In the early twentieth century, there was a paradigm change, as SLA methods started 
following theories of learning and language learning. Firstly, natural methods, such as the 
Direct Method, became prominent. By “direct” scholars meant that second languages should 
be taught directly in the target language, without using translation, because SLA was 
considered to be a process akin to first language learning (Brown, 2007a). Therefore, teachers 
focused on speaking, which is the skill that children first learn when acquiring their mother 
tongue, and literature disappeared from the SLA classroom. Later, in the 1930s and 1940s, 
the Grammar Translation Method returned to the EFL classroom helped by the Coleman 
Report (Coleman, 1929, cited in Brown, 2007a), which advocated a focus on reading (Brown, 
2007a). This return was very short as, in the early 1940s, World War II revolutionised the 
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field of SLA giving importance to oral proficiency in foreign languages again (Brown, 
2007a). The Audiolingual Method in the U.S. and Situational Approach in the U.K. 
accommodated this need of developing oral proficiency. Thus, they sought oral proficiency in 
real life situations and generally rejected the use of the students’ L1 in the classroom. This 
left again little room for translation and literature in the EFL classroom, because the latter 
was then disregarded as a source of input unrelated to real life communication.  
In the 1970s, research on SLA finally flourished along with a series of novel methods, 
known as “designer” methods (Nunan, 1989, cited in Brown, 2007a). These were also called 
“humanistic”, because they replaced the traditional teacher-centred classroom with a student-
centred one (Brown, 2007a). Moreover, some of these methods, such as Community 
Language Learning (CLL) and Suggestopedia, recommended using students’ mother tongue 
(L1) and translation from the L1 to the L2 as a tool for the second language learning 
classroom. This entailed a step closer towards the use of literature in the EFL classroom. 
Although these methods were criticised for lacking solid theoretical grounds, they laid the 
foundations for a more informed, student-friendly approach towards ELT: CLT.  
Currently, in the post-method era there are not prescribed methods, but approaches 
based on validated principles that guide teachers’ practice. CLT has been the recognised 
approach in EFL teaching and learning since the 1980s, so teachers are fairly free to choose 
their procedure, classroom activities and resources, provided they are aligned with the tenets 
of CLT. Literature is, thus, welcome in the EFL classroom provided that it is used to work 
towards the goal of attaining communicative competence. In fact, literature has been 
described as a good resource for the EFL communicative classroom because it serves as “a 
stimulus for discussion and genuine communication” (Elliott, 1991, p. 65). In other words, it 
is considered a great resource for its authenticity and meaningfulness. 
      
2.2.2. Literature and CLT: A Justification  
As mentioned before, literature was often regarded as an irrelevant source of input because, 
in Maley’s (2001, p. 181) own words, “classical texts are often burdened with linguistic, 
historical and cultural baggage which come in the way of their usefulness as exemplars of 
contemporary usage”. This argument, however, ignores the fact that there are many different 
literary genres and texts, which may use formal as well as informal language. Behind this 
argument laid the obsession permeating the EFL field since the Reform Movement: the focus 
on oral communication and functional language, which was believed to be missing from 
literature (Collie & Slater, 1987). Thus, in the early 1980s, after the backlash against methods 
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that extolled functional language, EFL learners were supposedly in need of a more neutral, 
less stigmatised sort of English to learn to communicate in real-world contexts (Collie & 
Slater, 1987). 
Although English teachers often lack time to deviate from their curricular obligations, 
there are many reasons why literature is a good instrument for ELT to which it is worth 
devoting time. Among those reasons, this study is most interested in those that are aligned 
with CLT principles. For instance, Collie and Slater (1987) advocate the use of literature in 
the language classroom for the three reasons that literature is an authentic material, that it 
provides students with cultural and language enrichment and that it favours students’ 
personal involvement.  
Literature is an authentic source of language, so it can be considered a resource 
compliant with the meaningfulness principle (Richards & Rodgers, 2001), which is crucial to 
achieve the communicative competence. Surprisingly, it is often argued that literary language 
does not provide students with functional language useful for real-world communication, so 
literature is disregarded as an inadequate resource for the EFL secondary education classroom 
(Maley, 2001). This argument, however, overlooks the fact that it actually provides students 
with authentic instances of language in different contexts and registers that are typical of real-
world communication. As claimed by Littlewood (1986, p. 178), “literature can draw on all 
available styles, from the most elevated to the most informal, in order to gain its effect or 
give its representation of life”. Moreover, the complexity of the language depends on the 
genre and author, so it is the teachers’ responsibility to choose texts that are suitable for 
students’ interests and level.  
Another benefit is language enrichment, since students are likely to improve their 
accuracy, especially in writing, thanks to literary language (Collie & Slater, 1987). Indeed, 
literature can provide them with the comprehensible input necessary for their interlanguage to 
develop (Krashen, 1985). By exposing students to new forms and vocabulary, they are bound 
to develop accuracy of production, which contributes to the development of their 
communicative competence as well.  
Apart from accuracy, students may also develop fluency through literature. The 
assignment of tasks requiring them to use language that appears in the literary texts may 
promote the development of both fluency and accuracy in written and oral forms. In fact, 
literature is described as “an excellent prompt for oral work” (Collie & Slater, 1987, p. 7). 
Moreover, it can help students develop the pragmatic competences. For instance, through 
dialogues students can learn about different registers and the social conventions that rule 
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interaction, which are crucial for successful communication (Collie & Slater, 1987). Thus, the 
communication and task principles of CLT (Richards & Rodgers, 2001) are also respected.  
The benefits of using literature in the EFL classroom transcend the linguistic ones, as 
cultural enrichment is another advantage (Collie & Slater, 1987). In literary texts, the 
depiction of the “diegesis” where stories occur teems with cultural knowledge. Littlewood 
(1986, p. 180) claims that “literature is one amongst several means of access to the foreign 
culture in the widest sense”. By means of the portrayal of characters’ feelings, physical 
appearance and personality, and the descriptions of places and action, students can learn 
about a people’s culture (Collie & Slater, 1987). This entails that students can also develop 
sociolinguistic competences through literature. 
Apart from making students broaden their linguistic and cultural knowledge, literature 
achieves students’ personal involvement (Collie & Slater, 1987), therefore complying with 
the principle of meaningfulness (Richards & Rodgers, 2001). Given that literature deals with 
universal themes with which learners can easily identify, reading inevitably becomes 
meaningful. Regardless of the genre, if students’ interests are heeded, literary texts can easily 
get them engaged, therefore facilitating the learning process (Collie & Slater, 1987). 
 
2.2.3. Criteria for Selecting Texts: A Focus on Poetry 
Different authors have proposed various criteria to select literary texts for the language 
classroom. Most authors agree that the most important aspects are the linguistic difficulty and 
stylistic appropriateness of the text, along with the interest and relevance of the topic, which 
have to be assessed in relation to students’ level, language needs, motivation and cultural 
knowledge (Littlewood, 1986; Collie & Slater, 1987). For instance, Littlewood (1986, p. 181) 
describes five criteria: i) “structural suitability”, which refers to the linguistic difficulty of the 
text and the curricular relevance of the grammar points that appear; ii) “stylistic 
appropriateness”, which refers to the register (formal or informal), functionality and variety 
of English (archaic, modern); iii) “subject matter”, which refers to the fact that the text should 
be interesting for students and appropriate for their cultural knowledge on the topic; iv) 
“underlying theme”, which refers to the ideas that the author intends to convey beyond the 
superficial level; and finally, v) the relation between the text and a specific literary, historical, 
or intellectual context. Littlewood (1986) advises to apply these criteria having students’ 
educational needs and interests in mind, and to only take into account the last two criteria 
when advanced students seek to analyse a text at a profound level. 
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Considering the classroom context for my proposal, 2nd year of ESO, as well as the 
time limitations imposed on its implementation, I have decided to concentrate on the genre of 
poetry. Since poems are often shorter than other genres, demanding less reading time, they 
leave more time for analysis and reflection during the lessons. In fact, Elliott (1991, p. 67) 
claims that “Prose extracts, short stories or poems might be suitable for use in the language 
classroom simply because of the limitation of time available.” Moreover, she argues that 
poetry is a good resource for the language classroom for the universality of its themes, poetic 
language and form, which make it easy for students to deal with poems. Finally, she points 
out that the emotional component of poetry is likely to get students involved in the project.  
Apart from the aforementioned reasons, poetry is a great instrument for the EFL 
classroom for its various linguistic benefits. Since reading poetry generally requires a great 
cognitive effort by the reader, who has to decode the structure and meaning of a poem, 
students may learn about syntax and vocabulary (Reilly, 2012). Furthermore, poetry 
familiarises students with poetic devices, which are the same in Spanish, and with creative 
use of language, so they are likely to improve their creativity. However, the most beneficial 
aspect of poetry is that students learn about the supra-segmental features of English. Rhymes 
teach them about the phonological and phonetic features of English and, hence, about 
pronunciation, whereas rhythm may teach them about stress and intonation. Indeed, Woore 
(2007, cited in Reilly, 2012) argues that poetry helps learners develop their knowledge about 
spelling and sound-symbol associations. All of these linguistic features may contribute to the 
development of linguistic competences and, thus, of communicative competence. 
Since the selection of poems determines if a literary text is beneficial for a particular 
group of EFL students, I have created a checklist (see page 17) drawing on Littlewood’s 
(1986) criteria, which will help me evaluate the appropriateness of the selected poems. On the 
other hand, the readability of the poems was also considered, as students should understand 
95-98 % of the vocabulary of a text for them to be able to get the general idea and infer 
meaning from the context (Schmidt et al., 2011). The readability tests will be conducted with 
the application “WebFx”. However, they are not completely conclusive, because sometimes it 
is not the linguistic difficulty, but rather the conceptual and cultural complexity of the text 
that impede understanding (McKay, 1986). 
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3. Curricular Framework 
 
The methodology of the project proposal complies with the Royal Decree 1105/2014 from 
December 26, 2014, which establishes the national curriculum for secondary education and 
which provides the general guidelines for EFL teaching. The national curriculum is, however, 
concretised in the Order ECD/489/2016 from May 26, 2016, which provides more specific 
instructions as to the different curricular elements. Therefore, I will hereunder explain why 
the choice of literature, and more specifically of poetry, as an instrument to develop students’ 
communicative competence conforms to the Spanish and Aragonese curricular frameworks. 
 
3.1. National Curriculum 
Article 2 of the national curriculum lists the seven key competences that students must 
develop during secondary education. Among them, a literary project is conducive to four of 
these competences: the development of communication in the mother tongue and a foreign 
language, learning to learn, social and civic competences, sense of initiative and 
entrepreneurship and cultural awareness and expression. Moreover, the project proposed in 
this dissertation, which involves ICTs, may help students improve their digital competence.  
Article 6 describes five cross-curricular elements that all subjects must work on. 
Among these, the use of literature in the EFL classroom allows students to improve their 
reading comprehension together with their oral and written expression. Furthermore, the 
combination of literature and feminism in the project fosters gender awareness and equality, 
values which are likely to help prevent gender discrimination and violence among students. 
Article 11 outlines the objectives of secondary education, some of which can be 
achieved through literature. The study of poetry dealing with themes such as gender roles and 
sexism may teach students to reject discrimination on the basis of gender; to understand and 
express themselves in a foreign language; and to value cultural, historical and artistic 
expressions.  
Although there is no specific reference to PBL in the national curriculum, the 
provisions for the English subject are aligned with this approach, which has been proven to 
help develop the communicative competence and key competences targeted by the 
curriculum. On the other hand, PBL is explicitly promoted by the regional curriculum, which 
will be addressed in the next section.  
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3.2. Regional curriculum 
The specific provisions of the Order ECD/489/2016 that inform ELT outline five 
methodological principles: meaningful learning, competence-based learning, autonomous and 
cooperative learning, learning through multiple intelligences and the development of 
motivation and creativity; all of which are engaged in a literary project. 
 Competence-based learning alone provides sufficient grounds to use literature in the 
EFL classroom. The specific provisions explicitly state that cultural manifestations from 
English-speaking countries, such as literature, are “essential resources” to teach EFL and to 
develop the competence of cultural awareness and expressions.1 Furthermore, these 
manifestations are likely to promote students’ motivation and creativity. 
As regards PBL, it is proposed as the best means to conduct competence-based 
learning, because projects make students use their knowledge and problem-solving skills to 
solve a real-world challenge. PBL, therefore, implies meaningful learning, another 
methodological tenet proposed by the curriculum. Furthermore, it favours interdisciplinary 
learning and students’ awareness of their learning process2. 
 Lastly, the regional curriculum devotes a section to guide educators in teaching 
grammar and vocabulary. Special emphasis is put on teaching grammar in context, which 
means that the target linguistic forms should appear in the oral and written texts provided to 
students. Therefore, literature including the grammar point studied in a unit can be a good 
resource for the EFL classroom. Moreover, literature is bound to enrich students’ vocabulary. 
 In conclusion, this project proposal is supported by both the national and regional 
curricula, as students work towards achieving several curricular aims; particularly, cross-
curricular themes and values, several key competences, and the communicative competence. 
Furthermore, PBLL helps students develop their problem-solving skills through the posed 
challenge, while also developing literary and gender awareness through its theme. Finally, 
cooperative work, which implies student interaction and communication in the L2, ensures 
that comprehensible input and output are always involved to facilitate language acquisition 
(Krashen, 1985; Swain, 1985).    
                                                 
1
 The specific provisions of English name several resources that contribute to the development of cultural 
awareness and expressions, “Las manifestaciones culturales de las  comunidades de habla inglesa (literatura, 
música, cine, arte…) son fuentes esenciales para la enseñanza y el aprendizaje de inglés” (BOA, 2016, p. 487) 
2
 The specific provisions of English claim: “El trabajo por proyectos es especialmente relevante para el 
aprendizaje por competencias ya que propone un plan de acción con el que se busca conseguir un resultado 
práctico. Todo ello favorece en el alumno la reflexión, la crítica, la elaboración de hipótesis y la tarea 
investigadora a través de un proceso en el que cada uno asume la responsabilidad de su aprendizaje, aplica sus 
conocimientos y habilidades a un proyecto real. Se favorece así un aprendizaje interdisciplinar.” (BOA, 2016, p. 
488) 
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4. Methodology 
 
In order to design this project, I conducted an extensive review on CLT, PBL and PBLL 
literature to select the methodological principles that would enable me to design a successful 
literary project for the EFL classroom. From the field of PBL, I relied on Martín’s (2018) 
approach, which emphasises that projects should promote meaningful, cooperative, 
competence-based learning, as well as creative and critical thinking. She describes seven 
stages in a project: preparation, development and execution, communication and presentation, 
closure, reflection, register, and assessment. Nonetheless, I decided to follow the stages 
proposed by Gil (2019): activation, discovery, deepening, planning, creation, publishing, 
assessment and reflection, because they are specific to PBLL. When planning them, I 
conformed to the principles of CLT and TBLT, so tasks were designed to engage students in 
meaningful communication.    
As a means of initial evaluation, following Neuman’s (2019) guidelines, I created a 
questionnaire (see appendix 1) to learn about students’ readiness levels, interests and 
knowledge about the topic so as to adapt the project to the context. I opted for a questionnaire 
with closed, yes-no questions, to facilitate answering and avoid making students feel 
overwhelmed. However, I requested a brief justification for their answers in order to 
guarantee that they could express themselves clearly and achieve more meaningful answers. 
The questionnaire consisted of nine questions, so that it would not take longer than ten 
minutes to complete it. Otherwise, response rate was likely to decrease. Moreover, in order to 
facilitate returning the questionnaire and have a good response rate, I used Google Forms and 
made students complete it during class time. Although the questions were written in English, 
students were allowed to answer in Spanish. Moreover, I emphasised the respondents’ 
anonymity to make sure that I obtained truthful answers. 
To guarantee that the poems chosen for the project were appropriate for the target 
group’s level, I used two tools. On the one hand, following Littlewood's criteria (1986), I 
created a checklist included below. On the other hand, the syntactic and semantic difficulty of 
the poems was assessed through a readability test (see appendices 3 to 6). 
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Figure 1. Checklist for the selection of poems 
 
Due to time limitations, the whole project plan could not be implemented during the 
Practicum II. Therefore, I selected five lessons from the original project that served as a pilot 
version, from which I expected to extract quantitative and qualitative results that would help 
me improve it and design a more successful final version for my future teaching practice.  
During the implementation, I intended to observe student interaction and 
participation, so as to detect any mistakes and amend them in the final version of this project. 
For the sake of reliability, I conducted a structured observation, taking notes of the two 
targeted dimensions during the most significant tasks of each lesson. For this, I designed two 
observation schemes following an example by Nunan and Bailey (2009). These tools 
consisted in tally sheets (see appendices 12 and 13), a simple instrument that allowed me to 
observe and gather data about those aspects at the same time as I was teaching the lesson.  
 Lastly, a final questionnaire based on the initial one was designed to check the target 
group’s progress regarding their cultural and gender awareness (see appendix 8). The initial 
survey had 9 compulsory questions, whereas the final one consisted of 13. Both 
questionnaires had similar questions, so they would reflect students’ evolution regarding their 
key and communicative competences, together with the aforementioned cross-curricular 
values. Therefore, they served to verify whether the objectives of the project were attained.  
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5. Results and Discussion 
 
5.1. Needs Analysis and Justification 
This project was implemented in IES El Picarral, a recently founded high school, 
characterised by the use of innovative methodologies. PBL is one of its cardinal principles, 
together with competence-based learning. There is a project per term, and all the subjects are 
involved. Thus, each subject poses a challenge to students, who work on one at a time so as 
to move on onto the next one, which belongs to a different subject. The topic of the project is 
always chosen by students. Nonetheless, teachers are considering institutionalising some 
projects that have already been implemented, given the heavy workload that changing them 
every year implies. PBL is facilitated by another special feature of this high school, which is 
acclaimed for using tablets instead of textbooks and materials that are either authentic or 
designed by the different teaching departments. Since all students in the target group owned a 
tablet that they used as a “textbook” and notebook, they were proficient in some digital 
competences. Although the English teacher rarely used ICTs or EdTechs, they were used to 
working with them in other subjects. Moreover, the classroom was equipped with a digital 
blackboard, a computer and a projector that facilitated implementing the project. 
As regards the classroom context, this project was intended for a group of 18 students 
in 2nd year of ESO, who were part of the English bilingual programme. As a result, it was 
expected that they had an adequate level to deal with the poems selected for the literary 
project. Since there is a project per term in this high school, the target group was used to 
cooperative work and roles. Moreover, the seating arrangement already resembled 
cooperative groups, as students normally sit in groups of three or four people and when 
project time arrives, they team up in groups of four to five people. These groups are carefully 
assembled by their tutor, who creates heterogeneous groupings having in mind their needs, 
strengths and weaknesses. Accordingly, students were arranged in those groups and were 
provided with an individual role for the literary project.  
Although some tasks involved several verb tenses, the project was implemented at the 
end of the second term, when students had already studied the grammar points that they 
needed to thrive. For instance, they had already reviewed the Past Simple, which was 
necessary for the final oral presentations that closed the project. Therefore, students could 
complement their new linguistic knowledge, the Present Perfect Simple, with the previous 
one to complete the task of informing about their poets’ lives and works. 
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One of the difficulties of working with this particular group was that they were not 
used to interaction and communication because, except for the projects, lessons rarely 
included speaking. Since the teacher strictly conformed to the three P’s approach, there was a 
strong focus on grammar, forms and receptive skills. As a result, little time was devoted to 
productive skills. Furthermore, the English teacher used a digital textbook instead of 
authentic materials, so students were likely to experience confusion when immersed into a 
communicative project and cooperative classroom routines that were unfamiliar to them.  
Although the topics of this project, women’s rights and feminism, may be complex 
for teenagers, students in the target group had some previous knowledge about them. In fact, 
they had done a project about “Mujeres que hacen historia”, which dealt with those themes. 
In the subject area of English, the challenge focused on the history of the suffragettes (see 
appendix 9). Students had completed a series of tasks related to different suffragettes in a 
group notebook that they handed in to their teacher at the end of the project. Moreover, this 
group had already heard of feminist writer Maya Angelou, because they had done a task 
related to this author, which entailed listening to the poem “Still I Rise”, which was actually 
one of the poems chosen for my project.  
From the initial questionnaire (see appendix 10 to see the actual answers), it could be 
inferred that this group needed to develop their competence of cultural awareness and work 
with some cross-curricular themes and values. The answers are reflected below. 
 
 
Figure 2. Question 1 from the initial 
questionnaire 
 
Figure 3. Question 2 from the initial 
questionnaire 
 
Although students answered that they found literature important for society, some of them did 
not provide good reasons. For instance, one student said that it mattered because it helps you 
56%
44%
Q1. Do you think reading 
is funny?
Yes No
89%
11%
Q2. Do you think reading 
is beneficial for society?
Yes No
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with the subject area of “Lengua y Literatura”, and another explained that “the law” says so, 
which shows that they do not appreciate literature for its personal and cultural benefits. 
Furthermore, Figures 3 and 4 reflect the students’ lack of a reading habit, as less than 50 % of 
the group read literature, and even less so poetry, hence their inability to name two female 
writers from English-speaking countries (Figure 5). 
 
 
Figure 4. Question 3 from the initial 
questionnaire 
 
Figure 5. Question 4 from the initial 
questionnaire 
 
 
Figure 6. Question 5 from the initial questionnaire 
 
Apart from lacking a reading habit, some students showed that they lacked gender 
awareness. Figure 7 indicates that 89 % of students supposedly knew what feminism was. 
However, among those 16 students, 2 demonstrated that they had a wrong conception of it, as 
they answered that feminism is “Las mujeres quieren ser iguales a los hombres” and “It's a 
33%
67%
Q3. Do you read literature 
in English?
Yes No
11%
89%
Q4. Do you read poetry in 
your free time?
Yes No
33%
67%
Q5. Can you name at least 
two female writers from 
English-speaking countries?
Yes No
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movement created by the woman”. Moreover, Figure 8 shows that 3 students denied that 
feminism is beneficial for society. What is worse, two of them said that it is as bad as sexism. 
As shown in Figure 9, only 72 % of students admitted to be feminists, leaving a 28 % of 
students who either refused to identify themselves as feminists or did not know what it was.  
 
 
Figure 7. Question 6 from the initial 
questionnaire 
 
 
Figure 8. Question 7 from the initial 
questionnaire 
 
Figure 9. Question 8 from the initial 
questionnaire 
 
 
Figure 10. Question 9 from the initial 
questionnaire
 
As explained in the curricular framework (see page 12), cross-curricular values of 
gender equality, non-discrimination and equality of treatment could be successfully promoted 
through a literary project dealing with women writers and rights.  
28%
72%
Q6. Do you think that men 
and women are considered 
to be equal in today's 
society?
Yes No
89%
11%
Q7. Do you know what 
feminism is?
Yes No
78%
17%
5%
Q8. Do you think that 
feminism is beneficial for 
all members of society?
Yes No DK
72%
17%
11%
Q9. Do you consider 
yourself a feminist?
Yes No DK
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Poetry was the literary genre chosen for this project, mainly because of the linguistic 
reasons explained in page 11, which rendered it as the most appropriate genre for the target 
group’s level. Apart from those reasons, students showed little knowledge and interest in 
poetry, so it was a good way to initiate them in appreciating this genre.  
As explained before, readability tests were conducted to choose the poems for the 
project. These tests demonstrated that the poems were appropriate for the target group (see 
appendices 3 to 6). The results appear summarised below:  
 
 
Figure 11. Results from the readability tests of the four selected poems 
 
From a linguistic perspective, the results show that “A Dream” was slightly more difficult 
than the other poems. However, it was still appropriate for the target group. Moreover, its 
themes and cultural baggage were not so challenging that they would hamper understanding. 
It is worth remembering that readability tests are a good tool, but they are not the ultimate 
answer when selecting texts, as conceptual and cultural complexity also play an important 
part in a text’s readability (McKay, 1986). 
 Since this was a demanding project, mainly because of time limitations, homework 
was a powerful ally that helped me meet my teaching objectives. Although this is a 
controversial issue, it is a good way of optimising time and helping students become 
autonomous learners. Therefore, by making students organise themselves to meet task 
deadlines, they could develop their learning to learn competences and their sense of initiative 
and entrepreneurship. Additionally, homework tasks were clearly outlined and scaffolded to 
enable students to complete them successfully on their own.   
The main advantage of PBL is that it allowed me to differentiate learning and cater 
for all students’ needs, because it implies cooperative learning and, hence, positive 
21 
 
interdependence among students. In fact, Martín (2018) explains that both students with 
special needs and overachievers learn through positive interdependence. One of the ways of 
guaranteeing this during the project was through heterogeneous groupings, which were 
designed by their tutor. Any little change introduced to his arrangement was informed by the 
English teacher’s advice. Finally, this project used multimodal resources (e.g. videos, audios, 
EdPuzzle and texts) that helped me accommodate different learning styles and intelligences.    
 
5.2. Project Design 
The general learning outcomes, or KUDs (Know-Understand-Do), of this project are for 
students to be able i) to demonstrate understanding of the concepts of feminism and sexism, 
and explain their societal impact by using the Present Perfect Simple, ii) to apply the rules of 
use of the present perfect simple to talk about changes and recent past events both in written 
and oral form, iii) to distinguish the basic elements of a poem, iv) to distinguish several 
figures of speech of poetry, v) to give biographical information about their poets using the 
Present Perfect Simple, as well as verb tenses studied in previous units such as the Present 
and Past Simple, vi) to briefly analyse a poem, and vii) to use language creatively to write a 
poem.   
Following PBLL, this project consists of seven stages that have been fitted in eight 
lessons, which are 55-minute long, to prepare students to achieve the aforementioned 
outcomes. Lessons are summarised in the chart included in the next page and fully explained 
in the appendices 14 to 40.  
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Figure 12. Project-plan overview 
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To sum up, the activation stage, i.e. lesson 1 (see appendix 14), helps students 
activate their previous knowledge about the topic of feminism and women’s rights and 
familiarise themselves with the challenge and expectations of learning. The main tasks of this 
stage consist in a word cloud with key vocabulary about the topic, an EdPuzzle featuring 
Emma Watson so as to make the topic engaging and meaningful for students, the introduction 
of the challenge, the organisation of students and their roles, and a compass point to make 
them reflect on their worries, excites and needs. These tasks make students connect their 
previous knowledge with the new one, therefore engaging them in meaningful learning. 
Moreover, the use of EdTechs and ICTs is likely to motivate them, which is essential for 
language acquisition (Dörnyei, 1994). 
This project challenges students to create real-world products, making the learning 
process engaging and meaningful (Bender, 2012). The challenge consists in creating a 
multimedia blog with several products designed by the students: a podcast about the poet’s 
life, in which one student pretends to be the poet and interviewee, and the others are the 
interviewers, asking about her life and works; a PPT presentation with biographical 
information about the poets; and poems written by students honouring their poets. The 
rationale behind this is for students to learn to talk about recent past events and engage in 
communicative practice of the Present Perfect Simple, the target grammar point, and other 
forms studied in the school year, such as the Present and Past Simple, and for them to 
contribute to these women’s fight by giving visibility to their works. The challenge is 
presented by means of the application “Voki” to motivate students, which is essential for 
language acquisition (Dörnyei, 1994). Assessment of their progress in the five skills and key 
competences is facilitated by the multimedia blog, which contains pushed output in both oral 
and written form.  
The discovery stage provides students with multi-modal input, so that they can 
develop all language skills equally. Lessons 2 and 3 are devoted to teaching students the 
target grammar point, about the history of women’s rights and about the poets in which they 
specialise. In lesson 2 (see appendix 19), grammar is taught inductively in order to stimulate 
cognitive processes that tend to be neglected by the tendency towards teaching grammar 
deductively. This is a more student-centred, constructivist approach to grammar teaching, 
which makes students acquire knowledge by themselves, always guided by teachers. This 
aspect, combined with pair work for students to discover the rules of the verb tense, involves 
them in communicative behaviour. As dictated by the curriculum (see page 13), the grammar 
point of this project appears in all the texts, so students study the linguistic forms in context. 
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Moreover, noticing and enhanced input are used to make students focus on form. All the texts 
are authentic materials, except for the practice grammar exercises, which were created 
specifically to practice the mentioned grammar issue in context, while also learning about 
these poet’s lives and works. Then, the “Thinker’s Key” routine is used for students to 
practice the interrogative form, because it implies a great cognitive effort from which 
students are likely to develop their linguistic competences. The homework of this lesson is to 
create a group PPT presentation, which students will improve throughout the project until 
they present it orally and upload it on the blog by the end of the project. To scaffold this task, 
the teacher provides students with a “WAGOLL”, which serves as a model. Thus, writing as 
a product is used for this writing task, as it is not too demanding. 
Lesson 3 (see appendix 22) consists in four learning centres aimed at preparing 
students to write an honouring poem, which is one of the final products of the project: one 
about poetry elements, other about literary devices, other about descriptive adjectives and one 
about writing a poem. All centres involve cooperative learning routines: “Think-Pair-Share”, 
“Jot Thoughts”, and “Round Table” (Kagan & Kagan, 2017), so that students can learn by 
interacting and cooperating with their classmates. Scaffolding is provided in the form of 
graphic organisers and cheat sheets to facilitate input processing (Vygotsky, 1978). The 
homework of this lesson is a quiz about literary devices to make students retrieve and 
improve their knowledge. 
Lesson 4 (see appendix 25) is devoted to the analysis of the poems assigned to each 
group. There is an activation task that requires students to follow the “Round Robin” routine 
to discuss about three questions, which help them warm up for the poetry analysis. 
Furthermore, these questions belong to the Google Form given as homework in the first 
lesson, so they can check with their teammates whether their answers were right. The analysis 
is collaborative, so each student specialises in one aspect of the poem. To the PPT 
presentation that students did as homework after lesson 2, they have to add slides with 
information about their poets’ literary production using the analysis carried out in this lesson, 
and with what they have learnt about women’s rights from the poems. 
Lessons 3 and 4 prepare students for lesson 5 (see appendix 27), in which students 
create a poem following the five stages of writing as a process: prewriting, drafting, revising, 
editing and publishing. This is the chosen approach to writing in this lesson, because this task 
is more challenging and creative, and writing as a process guides students towards successful 
writing without constraining their creativity with a model. As the four groups have different 
poets, the teacher has to make sure that he/she goes around the classroom helping all groups 
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equally. To scaffold this task, students are provided with a checklist (see appendix 29) for 
them to revise their poems before handing them in. Once the writing task is finished, students 
engage in the planning of the podcast, which shows that the sequence of activities 
progressively prepares students to complete the challenge.  
Lessons 6 and 7 (see appendices 30 to 37) are devoted to the creation and publishing 
of two of the final products of the blog. In lesson 6, groups create, record and send their 
podcasts. One group at a time is recording, whereas the others are completing an ordering 
task that teaches them about how to give an oral presentation, which will be done in the next 
lesson. After recording the podcasts, students do more activities aimed at preparing them to 
orally present their PPTs next day. These tasks provide linguistic, as well as structural 
scaffolding. Additionally, the homework forces students to prepare their presentation, 
because they are required to complete a graphic organiser with what they intend to say during 
the presentation. Similarly, in lesson 7, one group at a time presents, meanwhile their 
classmates complete a think chart with information about the other poets, which is provided 
during the presentation. Tasks involving different skills are done simultaneously, which 
allows for time optimisation. Moreover, these lessons imply students’ production of pushed 
output, which facilitates language acquisition (Swain, 1985).  
 Lastly, lesson 8 consists in the celebration, assessment and reflection on the project 
(see appendix 39). Time is devoted for students to see the product of their effort: the blog, 
together with the poem, the podcast and the PPT. Moreover, they can admire their 
contribution to giving visibility to women writers’ contribution to gender equality. 
Afterwards, students are asked to assess themselves and their teammates, therefore helping 
them develop their learning to learn competences and sense of initiative and 
entrepreneurship. Moreover, this gives voice to all students and makes evaluation fairer. This 
form of self- and peer-assessment only amounts to 10 % of their final marks because, 
although it is important to make students responsible for their work, they are still too 
inexperienced to give this assessment a higher percentage of their final marks. 
 With respect to assessment, it is continuous, formative and integrative, as dictated by 
the curriculum. Therefore, tasks such as the compass point are designed to inform about 
students’ needs for me to be able to accommodate them. Moreover, through formative tasks, 
they learn about their own learning process. Evaluation is also summative, and the marking 
criteria are as follows: 20% for the poem, 20 % for the podcast, 20 % for the oral 
presentation, 20 % for homework, 10 % for the self- and peer assessment and 10 % for 
attitude. Within the category of homework, four tasks are considered: the compass point (see 
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appendix 17), the PPT presentation, the quiz (see appendix 24), and the think chart with the 
information of the poets’ lives (see appendix 37). The poem and the podcast are assessed 
with a checklist and a rubric (see appendices 29 and 35 respectively), the oral presentation 
with a rubric (see appendix 38) and homework is marked as done or not. In the rubrics, 
important aspects are highlighted to guide students towards successful performance. 
 
  
Figure 13. Evaluation chart 
 
In this project, the succession of tasks intends to prepare students to meet the 
challenges, while also developing their language skills and communicative competence. This 
project tries to provide students with a sense of direction towards the completion of the 
challenge, as well as make clear which steps should be followed to succeed. At the beginning 
of all lessons, there are tasks that help students warm up and retrieve their previous 
knowledge to be ready to face further tasks. Additionally, tasks become more difficult 
gradually to cater for all students’ pace and needs. Since one of the final products, the PPT, is 
in continuous creation, fast finishers can work on it whenever they finish early. Finally, all 
necessary scaffolding is provided for students to be able process input, so that it can 
eventually result in uptake and language acquisition (Vygotsky, 1978). 
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5.3. Implementation: Pilot Project 
5.3.1. Description of Implementation. 
Due to time limitations, I chose five lessons from the general project to be implemented 
during Practicum II, which are described in detailed in the appendices. These lessons served 
as a pilot version of the project that could give me feedback on its strengths and weaknesses. 
The rationale behind the selection of lessons is based on the stages of PBL, so the most 
important stages remained: the first lesson for activation (see appendix 41), the second one 
for discovery (see appendix 42), the third one for deepening (see appendix 45), the fourth 
one for planning and creation (see appendix 48), and the fifth and last one for publishing (see 
appendix 49). Since reflection on learning and self- and peer-assessment were the most 
dispensable aspects of the project, and given the scarcity of time for implementing, they were 
eliminated from the pilot project.   
 
 
Figure 14. Correspondence between the original and the implemented project plans.3 
 
Another aspect that was changed from the original project was the approach to 
teaching grammar. Since a deductive presentation of grammar is less time-consuming, 
therefore allowing more time for practice, my mentor teacher advised me to present the 
linguistic form deductively to guarantee sufficient time for students to practice and learn it. 
Therefore, in the original project, grammar was presented inductively (see appendix 20), 
whereas in the implementation, it was presented deductively following an instructional 
sequence similar to the three P's (see appendix 43). Moreover, the lack of time also forced 
me to eliminate the lesson dedicated to writing the honouring poem from the pilot experience 
                                                 
3 “A” stands for “activation” in the first lesson and for “assessment” in the last one. “D” stands for “discovery” 
in lessons 2 and 3, and for “deepening” in lesson 4. In lessons 5, 6 and 7 “P” stands for “publishing” and “C” for 
creation. Finally, in lesson 8 “R” stands for “reflection”. 
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5.3.2. Data Observed during Implementation. 
The data from the pilot project was gathered by means of observation schemes focusing on 
student interaction and participation in order to examine the development of language skills 
and communicative competence in this target group. Furthermore, the groups’ assignments, 
together with the final products (see appendix 52), were stored in their Team Drives. These 
served as demonstrations of learning that informed me about language acquisition and the 
development of gender and cultural awareness in this target group.  
 The observation scheme for student interaction was used during the most significant 
communicative tasks, the word cloud discussion (lesson 1), the listing tasks about women’s 
rights (lesson 2), the “Round Robin” activity (lesson 3), the podcast (lesson 4) and oral 
presentations (lesson 5). The schemes (see appendix 12) show that most students were 
engaged in the tasks and in meaningful communication, so communicative competence was 
likely to develop (Richards & Rodgers, 2001). In some cases, students did not participate 
actively because they had not done their homework, which was necessary for some tasks, 
such as the “Round Robin” activity (see appendix 26) in lesson 3, which required students to 
have completed a Google Form at home. The most successful communicative tasks were the 
podcast and oral presentations, as most students made a great effort to conform to the 
guidelines and meet the challenge. Moreover, they widely used the target grammar point in 
these tasks. On the contrary, it is worth mentioning the case of one student, whose affective 
filter got so high due to communicative tasks that he rarely spoke. Furthermore, he did not 
attend class the day of the oral presentations, which was a common practice for him.  
 Concerning CLT focus on both fluency and accuracy, the observation schemes reveal 
that the project may have failed in providing students with opportunities to develop accuracy 
of production, compared to fluency. Although there were activities that focused on form, such 
as the practice exercises of the Present Perfect Simple and the “Thinker’s Key” activity, there 
were many more focusing on students’ fluency and pushed output. In fact, the observation 
tools reflect that many students could speak fluently, whereas few students could speak 
accurately. This is reflected in the podcast, in which students made mistakes such as “when 
old are you?”. Even in written form, the groups’ PPT presentations show that students lacked 
accuracy and knowledge not only about the Present Perfect Simple, but also about other 
grammar points that they supposedly knew, such as the Present and Past Simple. For 
instance, in the same PPT there were several mistakes such “she doesn't have any childrens 
but she are marry with Lachlan Mackinnon” and “she didn’t published any magazine.  
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 Furthermore, the scarcity of accuracy or fluency may have been caused by a lack of 
enabling and/or communicative tasks focusing on the Present Perfect Simple. Indeed, the 
schemes reveal that in several tasks, such as the listing task (lesson 2) and the “Round Robin” 
(lesson 3), students could complete the task without using this verb tense. Therefore, they 
resorted to other tenses and avoided using the Present Perfect Simple, which was counter-
productive because there is no language acquisition without comprehensible output (Swain, 
1985). Although tasks should not oblige students to use specific linguistic forms as they stop 
being meaningful (Ellis, 2003), its use could have been promoted to a greater extent. The 
implementation taught me that linguistic scaffolding helps and urges students to use the target 
form. Thus, despite having provided linguistic scaffolding, more could have been offered to 
make students use the target verbal tense in some tasks. 
 On the other hand, students did not seem to take advantage of enabling tasks. For 
example, in lesson 2 they were provided with 10 and 7 seven minutes to complete two 
grammar-based activities. Although the first one was completed by all the students, the 
second one was handed in only by 5. Apart from showing that they easily got tired of 
grammar practice, it also reflects their lack of study habits, a deficiency that had already been 
noticed in Practicum III. Even though their attitude improved during my teaching period, 
there were still too many underachievers in this class.  
Concerning the observation of the students’ participation during teacher-fronted 
instruction, only one scheme was completed, because there were a few instances of this kind 
of teaching. This scheme reveals that students were participative (see appendix 13), which 
demonstrates that teacher-fronted instruction can be useful in the EFL classroom, provided 
that it is not the norm. Since lessons were mostly student-centred, learners tolerated some 
teacher-centred time without disengaging from the lesson.  
As regards the development of gender and cultural awareness, the PPT presentations 
reflect students’ creative effort and knowledge about the writers’ lives, poetry and 
contribution to denouncing patriarchy. They provided insightful summaries of their poems. 
For example, as may be observed in the link provided in appendix, one group explained about 
Wendy Cope’s poem “He Tells Her” that “She [the poet] wants to explain with the poem that 
men don’t always have to be right and that women have less right to opine because of 
patriarchy”. Another group said about Maya Angelou’s “Still I Rise” that“We supposed that 
when Maya was writing this poem she was a bit angry because she was talking about the 
difficulties that she had to lead, but also she was feeling proud and strong because she talked 
about fight against all the problems”. These examples reflect that students engaged in creative 
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and critical thinking. Furthermore, the slides comprising students’ final reflection on what 
they had learnt about the poets show that the learning objectives about the aforementioned 
cross-curricular values were achieved. For instance, one group said: “the poem taught me that 
in Maya’s time women and specially black women had to fight for her rights because the 
rights of men and women were very unequal”.   
Apart from learning about women’s rights, students acknowledged that they had 
learnt vocabulary and information about their poets in their oral presentations. The group 
specialised in Dorothy Parker stated, “With the poem interview by Dorothy Parker we have 
learned new vocabulary that we didn't know before about gender roles, women's rights”. In 
the same way, the group dealing with Marion Bernstein explained, “We learn a lot of things 
of Marion Bernstein like, when she was born and where, when she was died and where, some 
things of poetry like why she did that poem”. Learning about these facts helped students to 
better understand not only the studied poems, but also the unfair social conditions that have 
subdued women throughout history. At the same time, this contributed to the development of 
students’ knowledge about the evolution of women’s rights, one of the objectives of my 
teaching plan.   
Finally, I observed that students had learnt about the importance of positive 
interdependence through cooperative work (Martín, 2018). Since task completion depended 
on the whole group, they soon realised that adopting their roles, doing their own work and 
helping each other would lead them to success. Therefore, they were able to learn at their 
own pace and within their capabilities, as they all nurtured from each other. Nonetheless, the 
group speacialised in Wendy Cope clearly lacked group cohesion (Dörnyei, 1994), which 
hampered cooperation and task completion. Since they did not assume their roles and worked 
separately, their podcast, oral presentation and PPT were incoherent. Indeed, I had to stop 
them from having an argument during the podcast recording. Moreover, one member of this 
group did not attend the day of the oral presentations for no apparent reason, which also 
reflects the lack of camaraderie. 
 
5.3.3. Changes based on implementation. 
The data gathered in the implementation shows that the project could be improved in several 
aspects. Firstly, they indicate that some communicative tasks (e.g. the “Round Robin”) did 
not promote the use of the Present Perfect Simple. One way to urge students to use it would 
be to provide it as linguistic scaffolding to help them complete the task. Secondly, the results 
display that the target group would have benefitted from a stronger focus on form and 
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accuracy. Even though most students were fluent in English, they made major grammar 
mistakes. Therefore, I would include more enabling tasks for them to practice and apply the 
target linguistic form, such as cued dialogues. Thirdly, the data reveal that Spanish was used 
recurrently, as the students resorted to their mother tongue when they had lexical or 
grammatical doubts, instead of using communication strategies, such as paraphrasing and 
description. Although this problem was not caused by the pilot project, it could be addressed 
by teaching students communication strategies. 
 As mentioned above, several students did not do their homework, which impeded 
their participation in some activities. This is why homework can be considered an area of 
improvement. Although the tasks were thoroughly explained in class and in a document to 
which all students had access, some of them, such as creating the PPT (lesson 2), might have 
been too demanding for a few students. Thus, tiered assignments could be a way of 
improving this aspect for my future teaching, without disposing of homework. In groups such 
as this one, which much needed academic habits, homework should not be eliminated, as it is 
a means of teaching students about responsibility and autonomy.  
Apart from the aforementioned deficiencies, the pilot project can be considered a 
success, as students completed the challenge and created the products whereby to contribute 
to these women writers’ cause, while also developing their key and communicative 
competences, as well as cross-curricular values. Nonetheless, I am aware that the whole 
project should be implemented in the future in diverse contexts in order to obtain more 
meaningful results. 
 
5.4. Post-test 
Apart from students’ creations (the podcast and the PPT presentations), which are very valid 
demonstrations of learning, the final questionnaire completed by the students in the last 
lesson also reflects their learning and development at a linguistic and personal level. It is 
necessary to remark that 17 students completed the final test, as one student did not attend the 
lesson on the day it was done. 
 Results of the section about literature and poetry are displayed hereby (for further 
details see appendices 50 and 51). Figure 15 shows that students’ interest in literature 
increased. Moreover, Figure 16 indicates that they started considering literature beneficial 
from an academic and a social perspective. For example, one student claimed: “la literatura 
ayuda  mucho con la ortografía, el vocabulario. Además, te permite hablar con más 
propiedad”. Nonetheless, there was still one student who considered literature useless. 
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Figure 15. Question 1 from the final 
questionnaire 
 
Figure 16. Question 2 from the final 
questionnaire 
 
Figure 17 indicates that the project encouraged students to read more literature in English. 
Moreover, Figure 19 displays the ultimate evidence of learning, as all students, but one, were 
able to name two female writers from an English-speaking country. Surprisingly, unlike in 
the initial test, the student who asserted that literature is useless in question 2 was able to 
name two female writers, therefore proving that literature had made a positive impact on him. 
However, Figure 18 indicates that this project failed to engage students in reading poetry 
beyond the classroom, since only 29 % of students started appreciating poetry. Thus, for the 
future, I would try to achieve this objective by working only on one poem, which would be 
chosen by students from a short selection provided by the teacher, so the interest and 
relevance components of motivation are conducive to language acquisition (Dörnyei, 1994), 
as well as appreciation of poetry.   
 
 
Figure 17. Question 3 from the final 
questionnaire 
 
Figure 18. Question 4 from the final 
questionnaire
65%
17%
18%
Q1. Do you think reading is 
funny?
Yes No It depends on the book
88%
6%
6%
Q2. Do you think literature 
is important for society?
Yes No DK
71%
29%
Q3. Will you read more 
literature in English from 
now on?
Yes No
29%
65%
6%
Q4. After studying poetry, 
is it possible that you read 
poetry in your free time?
Yes No Maybe
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Figure 19. Question 5 from the final questionnaire 
 
Concerning the section about feminism, it reflects a change in students’ conception of 
gender equality and women’s rights and increased knowledge about these topics. To question 
6 (see Figure 20), 94 % of students answered “no”, as opposed to the 72 % in the pre-test, 
which may indicate that 4 students realised that men and women are not considered equal in 
contemporary society. Although Figure 21 indicates that 94 % of students knew what 
feminism is, some definitions say the opposite. Namely, 2 students answered that feminism is 
a women’s movement implying that it is only beneficial for women, which indicates that, in 
these two cases, this project failed to teach that feminism is advantageous for both sexes. This 
suspicion is confirmed by Figure 22, which displays that 35 % of students did not regard 
feminism as beneficial for the whole society. 
 
 
Figure 20. Question 6 from the final 
questionnaire 
 
Figure 21. Question 7 from the final 
questionnaire
6%
94%
Q6. Do you think that men 
and women are considered 
to be equal in today’s 
society?
Yes No
94%
6%
Q7. Do you know what 
feminism is?
Yes No
94%
6%
Q5. Can you name at least 
two female writers from 
English-speaking 
countries?
Yes No
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Figure 22. Question 8 from the final 
questionnaire 
 
Figure 23. Question 9 from the final 
questionnaire 
 
Figures 24, 25 and 26 confirm that, in general, students learnt about women’s rights and 
feminism. Figure 24 shows that 88 % of respondents acknowledged that they knew more 
about women’s rights and feminism due to the literary project. Furthermore, Figures 25 and 
26 demonstrate that most students enjoyed and learnt much about these themes. Only one 
student denied that he had found the project useful. However, his exact answer was “me da 
igual”, which seems to be an infantile way of showing his discontent with the project. Lastly, 
it seems worth highlighting a student’s answer that demonstrates that the objective of raising 
awareness of the evolution of women’s rights was achieved: “Si, me interesa cambiar a la 
igualdad total [...] y estos trabajos ayudan a saber más sobre cómo era antes y como es ahora 
y todo lo q ha cambiado la sociedad respecto la igualdad”. 
 
 
Figure 24. Question 11 from the final 
questionnaire 
 
Figure 25. Question 12 from the final 
questionnaire 
65%
23%
12%
Q8. Do you think that 
feminism is beneficial for 
all members of society?
Yes No DK
72%
11%
17%
Q9. Do you consider 
yourself a feminist? 
Yes No DK
88%
12%
Q11. Do you think that you 
know more about women’s 
right and feminism after this 
unit?
Yes No
100%
Q12. Has this learning been 
useful?
Yes No
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Figure 26. Question 13 from the final questionnaire
 
As reflected in the final test, there was an improvement in the target group regarding 
their knowledge about feminism and women’s rights. Although a few students failed to 
understand that feminism benefits both sexes, they still realised that sexism is a social illness 
to be eradicated. Moreover, cultural and literary awareness seemed to have developed highly, 
as the results indicate that most students started or continued appreciating literature. Since the 
project seemed to have failed in stirring most students’ interest in poetry, for the future, I 
would choose poems focusing on topics that may be more relatable for students, or another 
type of poems such as the Haiku, which is interesting from a linguistic, literary and visual 
perspective, so that students would learn that poetry is a versatile, enthralling genre. 
Regardless of this, as has been demonstrated in this section, students greatly benefited from 
this literary project from an academic, social and personal perspective.  
94%
6%
Q13. Have you enjoyed 
studying this topic?
Yes No IDC
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6. Conclusion 
 
This dissertation has sought to demonstrate that literature is a useful resource for the EFL 
secondary education classroom which, through PBLL, can contribute to the achievement of 
curricular objectives such as developing students’ key competences, communicative 
competence and teaching cross-curricular values. Hence, with this research I intended to 
prove that a literary project about women writers of the past and present would succeed in 
making students aware of the importance of literature and feminism as transformative agents 
of social development that have helped society move towards gender equality. 
On the one hand, the literary project has proved to be effective in developing 
students’ ability in the five skills, together with their communicative competence. This could 
be seen in the two main demonstrations of learning in the project implementation, the podcast 
and the oral presentations, which were supported by PPTs created by students. These 
products showed that students had learnt to interact using the Present Perfect Simple and that 
they had become more fluent and slightly more accurate in communicating their ideas using 
this verb tense and others such as the Past Simple, together with new vocabulary about the 
theme of feminism, which are crucial for attaining communicative competence. The project 
also helped the target group become aware of the extent to which women’s rights have 
improved thanks to feminism and, particularly, thanks to the fight of people such as the 
women writers that were the subject of study in my teaching plan. Moreover, most students 
also realised that feminism is beneficial for all members of society, which was one of the 
main teaching objectives of this unit. Furthermore, the project succeeded in initiating most 
students in extensive reading, mainly of poetry, and regarding literature as a source of 
enjoyment and knowledge beyond the classroom. From reading poetry, students learnt not 
only about this forgotten genre among teenagers, but they also learnt new vocabulary and 
grammar, an aspect that was remarked by several students in the post-test. This particular 
type of poetry, denunciation poetry, taught them about society’s evolution and needs and 
helped them develop critical thinking.  
 On the other hand, this project revealed that the target group needed to keep working 
with the communicative approach framework, which was rarely used by their English 
teacher. Although they managed to speak and write, they lacked fluency and even more so 
accuracy of production. It seems that these students needed to use the target grammar point 
more widely for them to be able to produce it fluently as well as accurately. Therefore, in 
future implementations, the project may be improved by providing more enabling and 
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communication activities focused on the Present Perfect Simple, together with linguistic 
scaffolding in communicative tasks, so that students are able to practice and use this 
linguistic form in a meaningful context. As regards the achievement of cross-curricular 
objectives, the final questionnaire unveiled that a few students were unable to explain what 
feminism was and why it was advantageous for both sexes, which were some of my key 
teaching aims. In my future teaching, this could be prevented by providing students with 
input that explicitly states the benefits of feminism for both men and women.  
Finally, it seems that this project could be improved regarding its effectiveness in 
increasing all the students’ interest in literature and poetry. Although most of these students 
showed an increased interest in them by the end of the project, a few continued claiming that 
literature was boring and useless. Nonetheless, the number of students who were disengaged 
or whose opinion about literature and gender awareness did not experience a positive 
evolution is insignificant compared to those who learnt and enjoyed this project.  
Despite having found areas of improvement, it can be said that this literary project has 
succeeded in helping students develop their communicative competence, which was my 
ultimate teaching aim, at the same time they developed their cultural and gender awareness. 
In Bernstein’s own words, this project seems to have led to “a more advanced and very much 
brighter day” (Bernstein, n.d. cited in Cohen & Fleming, 2010) for this group of students as 
regards their English proficiency and feminist values.  
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8. Appendices 
 
Appendix 1: Initial questionnaire (pre-test) 
 
Link: https://forms.gle/kRRAqbJitFXhkna16  
 
QR Code:   
 
 
  
41 
 
Appendix 2: Checklists used for the selection of poems 
      
POEM: “A DREAM” BY MARION BERNSTEIN 
I. Structural suitability / Linguistic demands Yes No 
Is the language too difficult?  X 
Does it contain tenses that students are not familiar with? X  
Does it contain the grammar point subject of study? X  
Is the syntantic structure too complex?  X 
Does the readability test score low enough=max. suitable for 
native speakers of their age)? 
 
X 
      
II. Stylistic appropriateness 
Is language too archaic?  X 
Is language functional? X  
Is language typical of daily use? X  
III. Topic 
Are students familiar with the topic? X  
Are students likely to get engaged with the topic? X  
Is students’ cultural knowledge enough to deal with the topic? X  
Is the topic relevant for students? X  
IV. Underlying theme 
Are students familiar with the underlying themes? X  
Are the underlying themes too complex or alien for students?  X 
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POEM: “INTERVIEW” BY DOROTHY PARKER 
I. Structural suitability / Linguistic demands Yes No 
Is the language too difficult?  X 
Does it contain tenses that students are not familiar with? X  
Does it contain the grammar point subject of study? X  
Is the syntantic structure too complex?  X 
Does the readability test score low enough=max. suitable for 
native speakers of their age)? 
 
X 
 
II. Stylistic appropriateness 
Is language too archaic?       X 
Is language functional? X  
Is language typical of daily use? X  
III. Topic 
Are students familiar with the topic? X  
Are students likely to get engaged with the topic? X  
Is students’ cultural knowledge enough to deal with the topic? X  
Is the topic relevant for students? X  
IV. Underlying theme 
Are students familiar with the underlying themes? X  
Are the underlying themes too complex or alien for students?  X 
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POEM:“STILL I RISE”BY MAYA ANGELOU 
I. Structural suitability / Linguistic demands Yes No 
Is the language too difficult?  X 
Does it contain tenses that students are not familiar with? X  
Does it contain the grammar point subject of study? X  
Is the syntantic structure too complex?  X 
Does the readability test score low enough=max. suitable for 
native speakers of their age)? 
 
X 
 
II. Stylistic appropriateness 
Is language too archaic?  X 
Is language functional? X  
Is language typical of daily use?  X 
III. Topic 
Are students familiar with the topic? X  
Are students likely to get engaged with the topic? X  
Is students’ cultural knowledge enough to deal with the topic? X  
Is the topic relevant for students? X  
IV. Underlying theme 
Are students familiar with the underlying themes? X  
Are the underlying themes too complex or alien for students?  X 
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POEM: “HE TELLS HER” BY WENDY COPE 
I. Structural suitability / Linguistic demands Yes No 
Is the language too difficult?  X 
Does it contain tenses that students are not familiar with?  X 
Does it contain the grammar point subject of study? X  
Is the syntantic structure too complex?  X 
Does the readability test score low enough=max. suitable for 
native speakers of their age)? 
X  
II. Stylistic appropriateness 
Is language too archaic?  X 
Is language functional? X  
Is language typical of daily use? X  
III. Topic 
Are students familiar with the topic? X  
Are students likely to get engaged with the topic? X  
Is students’ cultural knowledge enough to deal with the topic? X  
Is the topic relevant for students? X  
IV. Underlying theme 
Are students familiar with the underlying themes? X  
Are the underlying themes too complex or alien for students?  X 
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Appendix 3: Readability test of Marion Bernstein’s poem “A Dream” 
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Appendix 4: Readability test of Dorothy Parker’s poem “Interview” 
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Appendix 5: Readability test Maya Angelou’s poem “Still I Rise” 
 
 
 
 
50 
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Appendix 6: Readability test of Wendy Cope’s poem “He Tells Her” 
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Appendix 7: Observation schemes samples 
Communicative tasks 
Category Tallies Total 
S is engaged in meaningful communication   
S speaks accurately   
S speaks fluently (uses S+V+O sentences)   
S negotiates meaning   
S shows interest in the task   
S asks question to the teacher regarding the activity   
S uses mother tongue repeatedly   
S uses mother tongue at some point   
S uses the target grammar point   
Ss complete task   
Period of silence or confusion   
Teacher-fronted activities 
Category Tallies  Total 
T asks a display question?   
T asks a referential question?   
T explains grammar point   
T explains the meaning of a vocabulary item   
T explains a functional point   
T explains point related to topic/theme of unit   
S raises hand to answer   
S answers display question   
S answers referential question   
S asks question   
S talks to another S (Ss disengaged from instruction)        
Period of silence or confusion        
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Appendix 8: Final questionnaire (post-test) 
 
Link: https://forms.gle/QBMC4fFbd1GU4eHfA  
 
QR code: 
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Appendix 9: Project of the English subject in IES El Picarral 
 
 
 
Retrieved from: https://mujeresquehacenhistoria.ieselpicarral.com/emmeline-pankhurst.html 
 
QR Code: 
 
      
 
  
56 
 
Appendix 10: Initial questionnaire – Answers of the section on literature  
 
Link: http://bit.ly/2FQnrHT  
 
QR code:  
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Appendix 11: Initial questionnaire – Answers of the section on feminism 
 
Link: http://bit.ly/2KVVu5w  
 
QR code:  
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Appendix 12: Observation schemes of communicative tasks during the implementation 
 
COMMUNICATIVE TASK: WORD CLOUD DISCUSSION - LESSON 1 
Category Tallies Total 
S is engaged in meaningful communication IIIII-IIIII-IIIII 15* 
*3 students are not participating in the discussion within their groups 
S speaks accurately IIIII-II 7 
S speaks fluently (uses S+V+O sentences) IIIII-III 8 
S negotiates meaning III 3 
S shows interest in the task IIIII-IIIII-IIIII 15 
S asks question to the teacher regarding the activity III 3 
S uses mother tongue repeatedly IIIII-III 8 
S uses mother tongue at some point IIIII-III 8 
S uses the target grammar point  0 
Ss complete task IIIII-IIIII-IIIII 15 
Period of silence or confusion  0 
COMMUNICATIVE TASK: LISTING TASK - LESSON 2 
Category Tallies Total 
S is engaged in meaningful communication IIIII-IIIII-IIIII-I 16* 
*2 students merely speak 
S speaks accurately IIIII 5 
S speaks fluently (uses S+V+O sentences) IIIII-IIII 9 
S negotiates meaning III 3 
S shows interest in the task IIIII-IIIII-IIIII-II 16 
S asks question to the teacher regarding the activity I 1 
S uses mother tongue repeatedly IIIII-IIIII 10 
S uses mother tongue at some point IIIII-IIIII-III 13 
S uses the target grammar point IIIII-I 6 
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Ss complete task IIIII-IIIII-IIIII-I 16 
Period of silence or confusion I 1 
COMMUNICATIVE TASK: ROUND ROBIN - LESSON 3 
Category Tallies Total 
S is engaged in meaningful communication IIIII-IIIII-II 12* 
*6 students did not do their homework (the Google Form), so they cannot say much. 
S speaks accurately IIIII-I 6 
S speaks fluently (uses S+V+O sentences) IIIII-IIIII-IIII 14 
S negotiates meaning IIIII 5 
S shows interest in the task IIIII-IIIII-IIIII 15 
S asks question to the teacher regarding the activity  0 
S uses mother tongue repeatedly IIIII-IIII 9 
S uses mother tongue at some point IIIII-IIIII-II 12 
S uses the target grammar point II 2 
Ss complete task IIIII-IIIII-IIIII 15 
Period of silence or confusion  0 
COMMUNICATIVE TASK: PODCAST - LESSON 4 
Category Tallies Total 
S is engaged in meaningful communication IIIII-IIIII-III 13* 
*Some SS either read or learnt by heart the questions. 
S speaks accurately IIIII-IIIII-III 13 
S speaks fluently (uses S+V+O sentences) IIIII-IIIII-IIIII-I 16 
S negotiates meaning II 2 
S shows interest in the task IIIII-IIIII-IIIII-III 18 
S asks question to the teacher regarding the activity II 2 
S uses mother tongue repeatedly  0 
S uses mother tongue at some point IIII 4 
S uses the target grammar point IIIII-IIIII-IIIII-III 18 
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Ss complete task IIIII-IIIII-IIIII-III 18 
Period of silence or confusion II 2 
COMMUNICATIVE TASKS: ORAL PRESENTATIONS - LESSON 5 
Category Tallies Total 
S is engaged in meaningful communication IIIII-IIIII-IIIII-II 17* 
*1 S did not attend class, so all SS were engaged in communicative behaviour. 
S speaks accurately IIIII-IIIII 10 
S speaks fluently (uses S+V+O sentences) IIIII-IIIII-III 13 
S negotiates meaning  0 
S shows interest in the task IIIII-IIIII-IIIII 15 
S asks question to the teacher regarding the activity III 3 
S uses mother tongue repeatedly  0 
S uses mother tongue at some point  0 
S uses the target grammar point IIIII-IIIII 10 
Ss complete task IIIII-IIIII-IIIII-II 17 
Period of silence or confusion II 2 
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Appendix 13: Observation scheme of teacher-fronted interaction during 
implementation 
 
TEACHER-FRONTED INSTRUCTION 
Category Tallies  Total 
T asks a display question? IIIII 5 
T asks a referential question? II 2 
T explains grammar point I 1 
T explains the meaning of a vocabulary item III 3 
T explains a functional point II 2 
T explains point related to topic/theme of unit II 2 
S raises hand to answer question IIIII-IIIII-III 13 
S answers display question IIIII 5 
S answers referential question II 2 
S asks question II 2 
S talks to another S (Ss disengaged from instruction) II 2 
Period of silence or confusion  0 
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Appendix 14: Lesson plan from lesson 1 
LESSON 1 
Learning outcomes 
At the end of this unit, students should be able: 
- To briefly define feminism using key vocabulary such as gender, equality, inequality, sexism, rights or sexes. 
- To explain the impact of feminism on society using the Present Simple or Past Simple 
- To process speech containing pauses, errors, corrections and other performance variables 
Project stage Procedure Timing Interaction 
pattern 
Resources and 
materials 
Key 
competences 
Evaluation 
Criteria 
Presentation 1. T presents herself. 
2. T explains some basic rules of classroom 
management. 
5 min T-Ss PPT presentation 
(see appendix 1) 
CCL-CAA  
Initial 
questionnaire 
1. Students complete a survey about their 
literary tastes and knowledge about 
feminism. 
10 min Individual work Google form (see 
appendix 1) 
CCL-CD-CAA  
Activation Introduction of the topic and driving 
question of the project. 
1. T presents topic and asks students 
questions about it. 
2. T presents the driving question. 
5 min Teacher-fronted 
explanation. 
PPT presentation 
(see appendix 15) 
CCL-CD-CSC-
CCEC 
Crit.IN.1.1. 
Activation Word cloud discussion: 
1. T explains the activity 
2. Ss complete the activity 
3. When time’s up, T &Ss put in common 
the discussion about the known and 
unknown words. 
10 min Pair work PPT presentation and 
Word cloud (see 
appendix 15) 
CCL-CD-CAA-
-CIEE 
Crit.IN.2.1. 
63 
 
Activation EdPuzzle on a speech about feminism by 
Emma Watson: 
1. T explains activity. 
2. Ss complete activity individually 
10 min Individual 
work. 
EdPuzzle (see 
appendix 16) 
CCL-CD-CAA-
CSC 
Crit.IN.1.1. 
Activation Voki: 
1. T plays the Voki that introduces the 
challenge. 
2. T repeats instructions about the 
challenge, final product and assessment, 
and checks for understanding. 
10 min Teacher-fronted 
explanation. 
PPT presentation 
(see appendix 15) 
 
Voki (see appendix 
16)  
CCL-CAA Crit.IN.1.1. 
Activation Teams and roles: 
1. T explains the seating arrangements and 
roles in the cooperative groups. T also 
explains the distribution of poets among the 
groups. 
5 min Teacher-fronted 
explanation. 
PPT presentation 
(see appendix 15) 
CCL-CAA-
CSC 
Crit.IN.1.1. 
Activation Homework: 
1. T explains homework to SS.  
2. SS ask questions. 
3 min Teacher-fronted 
explanation. 
Google Forms: 
Compass Point (see 
appendix 17) and 
poem handout (see 
appendix 18) 
CCL-CD-CAA-
CIEE-CCEC 
Crit.IN.3.2. 
Crit.IN.4.1. 
Activation Google Drive: 
1. T asks the techies in the groups to create 
a Team Drive for their team. 
2 min Individual work Google Drive CAA-CD-CIEE  
Homework: Two Google Forms: a Compass Point (see appendix 17) and a handout about students’ assigned poem (see appendix 18). 
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Appendix 15: Materials from lesson 1 – Teacher’s PPT 
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66 
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QR code: 
QR code: 
Appendix 16: Materials from lesson 1 – Word cloud, EdPuzzle and Voki 
     
Link: https://bit.ly/2VXOKGk  
  
Link: https://bit.ly/2GyTsnv        
 
  
Link: http://tinyurl.com/yytazazr
QR code: 
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Appendix 17: Materials from lesson 1 – Homework: Compass Point 
 
Link: http://bit.ly/2X9DmL7     QR code:  
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Appendix 18: Materials from lesson 1 – Homework: Poem handouts 
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Link: http://bit.ly/2XK4AoH     QR code:  
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Link: http://bit.ly/2MMTNcA     QR code:  
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Link: http://bit.ly/2WGpJDT     QR code:  
74 
 
 
 
 
 
 
 
 
 
 
Link: http://bit.ly/2WEgoHK     QR code: 
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Appendix 19: Lesson plan from lesson 2 
LESSON 2 
Learning outcomes 
At the end of this unit, students should be able: 
- To apply the grammar rules of the Present Perfect Simple to talk about recent past events and important changes in women’s lives 
- To ask questions about someone’s life and biographical information using the Present Perfect Simple 
- To extract specific data from a YouTube video 
Project stage Procedure Timing Interaction 
pattern 
Resources and 
materials 
Key 
competences 
Evaluation 
Criteria 
Discovery  Deductive grammar explanation: 
1. Individually, SS read a text containing the 
grammar point (Pres. Perf. Simple) subject of 
study and complete the activity (underlining 
the verbs. 
2. In pairs, SS answer a set of questions about 
the verbs in the text. 
8 min Individual 
work and pair 
work 
PPT presentation 
(see appendix 20) 
CCL-CAA Crit.IN.3.1. 
Discovery Rule induction: 
1. SS are provided with a chart with rules of 
use of verb tenses. 
2. In pairs, they briefly discuss about the rules 
and tick those referring to the use of the Pres. 
Perf. Simple. 
3 min Pair work Chart in PPT 
presentation (see 
appendix 20) 
CCL-CAA-
CSC 
Crit.IN.3.1. 
Crit.IN.2.1. 
 
Discovery Grammar explanation: 
1. T explains the structure of the Pres. Perf. 
Simple in affirmative, negative and 
interrogative sentences. While doing so, T 
asks SS some questions to make them deduce 
10 min Teacher-
fronted 
instruction 
PPT presentation 
(see appendix 20) 
CCL-CAA Crit.IN.1.1. 
Crit.IN.2.1. 
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examples. 
2. T explains the uses of this tense and 
adverbs related to it. 
Discovery True or false task: 
1. SS are asked to quickly discuss about four 
statements and decide whether they are true 
or false. 
2. T asks some pairs about their decision on 
the truthfulness of the statements. 
5 min Pair work PPT presentation 
(see appendix 20). 
CCL-CAA-
CCEC 
Crit.IN.2.1. 
Discovery Listening task: 
1. T explains the task and plays the video 
about the History of women’s rights. SS 
watch the video twice.  
2. In groups, SS create a list with three rights 
that women have gained and three ways to 
improve society regarding their rights. 
3. T asks a few SS to share their answers and 
outcome of the task with the class. 
7 min Group work. PPT presentation 
(see appendix 20).  
 
YouTube video “A 
Brief History of 
Women’s Rights” 
(see appendix 21). 
CCL-CAA-
CSC-CIEE 
Crit.IN.1.1. 
Crit.IN.2.1. 
Discovery Grammar practice: 
1. T explains the activity to SS. 
2. Individually, SS complete a text with 
information about the poet on which they will 
specialise with the correct forms of the Pres. 
Perf. Simple. 
3. Students compare their answers with their 
teammates.  
10 min Individual 
and group 
work. 
PPT presentation 
(see appendix 20).  
 
Google Drive, 
where each group 
has access to the 
text about its poet 
CCL-CD-CAA-
CCEC 
Crit.IN.3.1. 
Discovery “Thinker’s Key” 
1. T explains the task to students. 
7 min Pair and 
group work 
PPT presentation 
(see appendix 20). 
CLC-CD-CAA Crit.IN.3.1. 
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2. SS divide the text into two parts, and each 
pair is in charge of a half. They have to find 
the questions that would be asked if the 
answers were their pieces of text. 
3. SS put in common their answer to this 
Thinker’s Key and write them down in a 
document in their Team Drive. 
 
Google Drive.  
Discovery Homework: 
1. T shows SS document in Google Drive to 
which all teams have access, where they can 
find information about their homework. 
2. T explains homework (SS have to create a 
group PPT presentation answering a series of 
questions that were assigned using their 
roles). 
3. T shows WAGOLL of a PPT presentation. 
2. SS ask questions about homework. 
5 min Teacher-
fronted 
explanation 
PPT presentation 
(see appendix 20). 
 
Google Drive. 
CCL-CD-CAA-
CCEC 
Crit.IN.3.1 
Crit.IN.4.1. 
Homework: Reading a text about their poet’s life (see appendix 44) to create a PPT with the information that they found out and using a WAGOLL. 
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Appendix 20: Materials from lesson 2 – Teacher’s PPT 
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Appendix 21: Materials from lesson 2 – YouTube video for listening task 
 
 
Retrieved from: http://bit.ly/2XoFtuD  
 
QR code:  
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Appendix 22: Lesson plan from lesson 3 
LESSON 3 
Learning outcomes 
At the end of this unit, students should be able: 
- To identify the main elements of a poem studied in this lesson: line, stanza, rhymes.  
- To distinguish several figures of speech in poetry such as metaphor, simile, repetition, alliteration, onomatopoeia and personification. 
- To list different descriptive adjectives such as silly, worried, ridiculous, upset, unpleasant, exhausted, surprised, angry, nasty, unique, proud, risky, 
rude and frightened. 
- To skim a written text to extract its most important aspects 
Project stage Procedure Timing Interaction 
pattern 
Resources and 
materials 
Key 
competences 
Evaluation 
Criteria 
Discovery  
 
 
Learning centre: Poetry elements 
1. T provides SS with input explaining which 
the key elements of a poem are. 
2. Doing Think-Pair-Share, SS answer a set of 
questions first individually, then they share 
their answers in pairs and, finally, with the 
whole group. 
13 min Individual, pair 
and group 
work. 
PPT presentation 
(see appendix 23) 
CCL-CAA-
CIEE-CCEC 
Crit.IN.2.1. 
Crit.IN.3.1. 
Discovery Learning centre: Literary devices 
1. Doing Jot Thoughts, SS write down the name 
of as many literary devices or figures of speech 
as possible in 2 minutes. 
2. SS watch a video to learn about figures of 
speech. 
3. SS complete a graphic organiser with 
information provided by the video about the 
figures of speech. 
13 min Individual and 
group work 
PPT presentation 
(see appendix 23) 
 
Word cloud (see 
appendix 24) 
 
YouTube video 
(see appendix 24) 
CCL-CD-CAA-
CCEC 
Crit.IN.1.1. 
Crit.IN.2.1. 
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Discovery Learning centre: Descriptive adjectives- 
Ordering task: 
1. T provides SS with a word cloud and 
explains the task. 
2. SS find the meaning of the words and create 
their ranking after having ordered them from 
the most negative to the most positive ones. 
3. Doing Jot Thoughts SS write down more 
descriptive adjectives. 
13 min Group work PPT presentation 
(see appendix 23). 
CCL-CD-CAA Crit.IN.2.1. 
Crit.IN.3.1. 
Discovery Learning centre: Writing a poem – Reading 
1. SS read a text about writing poetry for 
beginners and highlight key aspects of the 
process of writing. 
2. Doing Round Table, SS write down essential 
aspects in the process of writing poetry. 
13 min Individual and 
group work 
PPT presentation 
(see appendix 23). 
 
Text (see 
appendix 24) . 
 
CCL-CD-CAA-
CCEC 
Crit.IN.3.1. 
Homework: completing a quiz in Quizizz about figures of speech (see appendix 24) 
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Appendix 23: Materials from lesson 3 – Teacher’s PPT  
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QR code: 
QR code: 
Appendix 24: Materials from lesson 3 – YouTube video, Word Cloud, Quizziz and Text 
 
     
Retrieved from: http://bit.ly/FiguresOfSpeech  
 
         
Link: https://bit.ly/2IO8Kbh  
 
 
       
 Link: http://bit.ly/2wQwKTd 
QR code: 
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Retrieved from: https://www.wikihow.com/Write-Poetry-for-Beginners  
 
QR code:  
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Appendix 25: Lesson plan from lesson 4 
LESSON 4 
Learning outcomes 
At the end of this unit, students should be able: 
- To use descriptive adjectives such as silly, worried, ridiculous, upset, unpleasant, exhausted, surprised, angry, nasty, unique, proud, risky, rude 
and frightened to describe key aspects of a poem in written and oral forms 
- To analyse the most important aspects of a poem, such as the number of lines, stanzas, theme, message and figures of speech 
- To participate in a conversation about the author and poem that they are studying using the Present Perfect Simple 
Project 
stage 
Procedure Timing Interaction 
pattern 
Resources and 
materials 
Key 
competences 
Evaluation 
Criteria 
Deepening Round Robin: 
1. SS first discuss the answers to three of the 
questions of the form given as homework on the 
first day to activate their previous knowledge 
about the poem. They have 3 minutes to discuss 
about each question. 
10 min Group work PPT presentation 
(see appendix 26). 
 
Google Form (see 
appendix 18). 
CCL-CAA-
CSC-CIEE-
CCEC 
Crit.IN.2.1. 
Deepening Poem analysis: 
1. T explains the activity that requires SS to 
analyse the poem cooperatively. 
2. SS specialise in one of the aspects provided in 
the handout to analyse the poem. 
3. In the last 5 min, SS put in common their 
analysis. 
20 min Individual and 
group work 
PPT presentation,  
(see appendix 26). 
  
CCL-CD-CAA-
CSC-CIEE-
CCEC 
Crit.IN.3.1. 
Crit.IN.2.1. 
Deepening PPT improvement: 
1. SS add a slide to their PPT about their poet, in 
which they explain the themes and message of 
the poem. 
6 min Group work PPT presentation 
(see appendix 26). 
 
Google Drive. 
CCL-CD-CAA-
CIEE-CCEC 
Crit.IN.4.1. 
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Deepening PPT improvement: 
1. Again, SS add a few slides to their PPT; this 
time to explain what they have learnt about 
gender roles and women’s rights through their 
poet and poem. 
2. If time is left, SS fine-tune the PPT and 
improve its style and format. 
10 min Group work PPT presentation 
(see appendix 26). 
 
Google Drive. 
CCL-CD-CAA-
CIEE-CCEC 
Crit.IN.4.1. 
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Appendix 26: Materials from lesson 4 – Teacher’s PPT 
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Appendix 27: Lesson plan from lesson 5  
 
LESSON 5 
Learning outcomes 
At the end of this unit, students should be able: 
- To follow the steps of writing as a process to create a poem 
- To use language creatively to write a poem 
Project 
stage 
Procedure Timing Interaction 
pattern 
Resources and 
materials 
Key 
competences 
Evaluation 
Criteria 
Planning  1. T explains task to SS, who have to write 
down a poem collaboratively. 
2. T explains the stages of the writing 
process and how SS should organise 
themselves to complete the task. 
3. T provides students with a checklist for 
them to revise and edit their poem before 
handing it in. 
5 min Teacher-fronted 
explanation 
PPT presentation 
(see appendix 28). 
 
Checklist (see 
appendix 29). 
CCL-CAA Crit.IN.1.1. 
Planning + 
Creation 
1. In groups, SS start the writing process and 
brainstorm about what they want to write 
about during 10 minutes (the secretary is in 
charge of writing down everything). 
2. Then, SS start writing the draft (12 
minutes). 
3. Then, SS revise their poem (10 minutes). 
4. Then, SS edit their poem (5 minutes). 
5. Then, the secretary of each group writes 
down the final copy and the techie sends it 
42 min Group work PPT presentation 
(see appendix 28). 
 
Gmail. 
CCL-CD-CAA-
CSC-CIEE-
CCEC 
Crit.IN.4.1. 
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to the teacher (5 min). 
Planning Podcast planning and rehearsal: 
1. T asks SS to plan and think about the way 
in which they will create the final product: 
the podcast. 
2. SS decide the roles they will play in the 
podcast, as well as the questions that they 
will ask the poet as part of the interview. 
3. Finally, if they have time, they rehearse 
and ask a round of questions. 
8 min Individual and 
group work 
PPT presentation 
(see appendix 28). 
 
Google Drive. 
CCL-CAA-
CSIEE 
Crit.IN.2.1. 
Crit.IN.4.1. 
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Appendix 28: Materials from lesson 5 – Teacher’s PPT 
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Appendix 29: Checklist to evaluate the honouring poems 
 
Category  Mark  Justification  
Title: Does our poem have a title? Is it appealing? Is it 
original?  
  
Structure: Does our poem have at least 10 lines? Have we 
used the prompt “I have learned from you that…”?  
  
Grammar: Have we used the Present Perfect Simple? Are 
sentences grammatically correct? Are there any grammar 
mistakes?  
  
Vocabulary: Have we used descriptive adjectives studied in 
this unit? Have we used vocabulary related to women’s 
rights studied in this unit?  
  
Figures of speech: Have we used at least two figures of 
speech? Do they achieve the desired poetic effect?  
  
Originality: Have we used language creatively?  
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Appendix 30: Lesson plan from lesson 6 
 
LESSON 6 
Learning outcomes 
At the end of this unit, students should be able: 
- To participate in a podcast as interviewers asking questions about someone’s life experiences using the interrogative form of the Present 
Perfect Simple 
- To participate in a podcast as interviewees answering questions about their life experiences using the affirmative form of the Present Perfect 
Simple 
- To create a PPT presentation about their women writers’ lives and poetry 
- To list some Do’s and Dont’s of giving an oral presentation 
Project 
stage 
Steps Timing Interaction 
pattern 
Resources and 
materials 
Key 
competences 
Evaluation 
Criteria 
Creation 
+ 
Planning 
1. T gives SS some tips before they start 
recording their podcasts. 
2. The first group to record prepares their 
devices with which the podcasts will be 
recorded. 
3. They record the podcast. 
4. The next group records and so on. 
Planning: 
1. SS who are not recording the podcast do an 
ordering and listing task about Do’s and 
Dont’s when giving an oral presentation. 
25 min (5 
min each 
group 
plus time 
for any 
mishaps) 
Group work British Council 
text (see 
appendix 32). 
 
Voice recorder in 
tablet. 
 
CCL-CD-CAA- 
CIEE-CCEC 
Crit.IN.2.2. 
Crit.IN.3.1. 
Publishing 1. Groups send podcasts to the teacher. 5 min Group work Gmail. CD-CIEE  
Planning Listing task: 5 min Group work Blackboard. CCL-CD-CAA- Crit.IN.2.2. 
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1. T writes a list of Do’s and Dont’s on the 
blackboard by asking each group about the 
list that they created using the text from the 
BBC about giving an oral presentation. 
CIEE 
CCEC 
Crit.IN.3.1. 
Planning Oral presentation exercises: 
1. In pairs, SS do two exercises about useful 
language for oral presentations. 
2. T corrects the exercises by asking SS to 
answer the different questions . 
10 min Pair work Oral presentation 
activity (see 
appendix 33). 
 
CCL-CD-CAA-
CIEE 
Crit.IN.3.1. 
Planning Finishing touches to PPT: 
1. In groups, SS give the finishing touches to 
their PPTs. 
10 min Group work Google Drive. CCL-CD-CAA-
CIEE 
Crit.IN.4.1. 
Homework: creating a planning about their oral presentations using a graphic organiser (see appendix 34).  
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Appendix 31: Materials from lesson 6 – Teacher’s PPT 
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Appendix 32:  Materials from lesson 6 – Text for listing task 
 
Do: 
• Use the planning time to prepare what you’re going to say.  
• If you are allowed to have a note card, write short notes in point form. 
• Use more formal language. 
• Use short, simple sentences to express your ideas clearly. 
• Pause from time to time and don’t speak too quickly. This allows the listener to 
understand your ideas. Include a short pause after each idea. 
• Speak clearly and at the right volume. 
• Have your notes ready in case you forget anything. 
• Practise your presentation. If possible record yourself and listen to your presentation. 
If you can’t record yourself, ask a friend to listen to you. Does your friend understand 
you? 
• Make your opinions very clear. Use expressions to give your opinion. 
• Look at the people who are listening to you. 
Don’t: 
• Write out the whole presentation and learn every word by heart.  
• Write out the whole presentation and read it aloud. 
• Use very informal language. 
• Only look at your note card. It’s important to look up at your listeners when you are 
speaking.  
 
Retrieved from: http://learnenglishteens.britishcouncil.org/exams/speaking-exams/oral-
presentation  
QR code: 
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Appendix 33:  Materials from lesson 6 – Oral presentation activity 
 
 
Retrieved from: 
http://learnenglishteens.britishcouncil.org/sites/teens/files/oral_presentation_-
_exercises_1.pdf  
 
QR code:  
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Appendix 34: Materials from lesson 6 – Oral presentation planning 
 
 
 
Retrieved from: 
http://learnenglishteens.britishcouncil.org/sites/teens/files/oral_presentation_-
_planning_sheet_3.pdf 
 
QR code:  
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Appendix 35: Podcast rubric 
 
Bands Marks 
Grammar and 
vocabulary 
Pronunciation 
Interactive 
communication 
5 10-9 
o S shows good 
command of the Pres. 
Perf. Simple and other 
simple forms such as 
Pres. Simple and Past 
Simple. 
o S uses a wide range of 
vocabulary studied in 
the unit when asking or 
answering questions. 
o S is mostly 
intelligible AND 
pronounces 
words correctly. 
o S speaks 
fluently 
facilitating 
interaction. 
o S exchanges 
simple 
information 
successfully. 
4 9-7 Performance shares features of Bands 3 and 5. 
3 7-6 
o S shows sufficient 
command of the Pres. 
Perf. Simple and other 
simple forms such as 
Pres. Simple and Past 
Simple. 
o S uses some 
vocabulary studied in 
the unit when asking or 
answering questions. 
o S is fairly 
intelligible, BUT 
mispronounces 
a few words. 
o S is rather 
fluent BUT 
experiences 
some 
difficulty. 
o S manages to 
exchange 
simple 
information. 
2 6-4 Performance shares features of Bands 1 and 3. 
1 4-2 
o S shows little command 
of the Pres. Perf. 
Simple and other 
simple forms such as 
Pres. Simple and Past 
Simple. 
o S uses no vocabulary 
studied in the unit when 
asking or answering 
questions. 
o S is barely 
intelligible AND 
mispronounces 
most words. 
o S lacks 
fluency AND 
stops many 
times 
hampering 
interaction. 
o S barely 
exchanges 
simple 
information. 
0 2-0 Performance below Band 1. 
 
Adapted from: https://www.cambridgeenglish.org/images/168617-assessing-speaking-
performance-at-level-a2.pdf 
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Appendix 36: Lesson plan from lesson 7 
LESSON 7 
Learning outcome 
At the end of this unit, students should be able: 
- To give an oral presentation about a simple topic such as someone’s biography using the pertinent verb tenses (Present and Past Simple and 
Present Perfect Simple) 
- To retain chunks of language of different lengths in short-term memory in order to take notes during an oral presentation 
Project stage Steps Timing Interaction 
pattern 
Resources and 
materials 
Key 
competences 
Evaluation 
Criteria 
Publishing Oral presentations: 
1. SS give their oral presentations about their 
poets. 
2. While a group presents, the others fill in a 
chart with information about the poet.  
3. T as well as SS ask any doubts they may 
have to the group presenting. 
40 min 
 
 
 
Group work and 
individual work 
PPT presentation 
(see appendix 
37). 
 
Chart (see 
appendix 37). 
CCL-CD-CAA-
CSC-CIEE-
CCEC 
Crit.IN.1.1. 
Crit.IN.2.1. 
Publishing 1. Groups send their PPT presentations to T, 
who will publish them in the BLOG. 
5 min Group work Gmail. CD  
Final 
questionnaire 
1. SS complete a final form to compare it 
with the one that they completed on the first 
day and so as to check their progress. 
10 min Individual work. Final 
questionnaire in 
Google Form 
(see appendix 8). 
CCL-CAA-CSC-
CCEC 
Crit.IN.3.1. 
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Appendix 37: Materials from lesson 7 – Teacher’s PPT 
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Appendix 38: Rubric to assess the oral presentation 
 
Category Excellent (10-9) Good (8-7) Average (6-5) Poor (4-0) 
Oral 
presentation 
Students are well 
prepared. Volume 
is loud enough. 
Always establish 
eye contact with 
audience. 
Students are fairly 
prepared. Volume is 
loud enough. 
Establish eye 
contact most of 
the time.  
Students do not 
seem prepared. 
Volume is loud 
enough. 
Establish eye 
contact 
sometimes. 
Students are 
little prepared. 
Volume is too 
soft to be 
heard. 
Establish no 
eye contact. 
Linguistic 
aspects 
Many instances of 
use of the Pres. 
Perf. Simple, a lot 
of vocabulary 
related to women’s 
rights and poetry 
AND correct 
pronunciation.  
Several instances 
of use of the Pres. 
Perf. Simple, some 
vocabulary related 
to women’s rights 
and poetry is used 
AND correct 
pronunciation. 
Few instances 
of use of the 
Pres. Perf. 
Simple, little 
vocabulary 
related to 
women’s rights 
and poetry AND 
average 
pronunciation. 
No instances of 
use of the Pres. 
Perf. Simple, no 
vocabulary 
related to 
women’s rights 
and poetry 
AND incorrect 
pronunciation. 
Content 
accuracy 
All content on 
slides is accurate. 
There are no 
factual errors. 
Most of the 
content on slides is 
accurate. There are 
few factual errors. 
There are many 
inaccuracies in 
the content. 
Content is 
confusing on 
many of the 
slides. 
Use of 
graphics 
All slides have 
graphics (images, 
etc.) to support 
information or 
decorate. 
Most of the slides 
have graphics to 
support all 
information. 
Some of the 
slides have 
graphics but 
don’t support 
the information. 
Many of the 
slides have no 
graphics. 
Font & 
formatting 
Font formats (e.g. 
colour and style) 
have been carefully 
planned to 
facilitate reading 
on all slides. 
Font formats (e.g. 
colour and style) 
have been carefully 
planned to facilitate 
reading on most 
slides. 
Font formats 
(e.g. colour and 
style) have been 
carefully 
planned to 
facilitate 
reading on few 
slides. 
Font formats 
(e.g. colour and 
style) have not 
been carefully 
planned to 
facilitate 
reading on the 
slides. 
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Appendix 39: Lesson plan from lesson 8 
LESSON 8 
Learning outcomes 
At the end of this unit, students should be able: 
- To assess their own work and performance and their classmates’ 
- To describe and assess their experience during the project in written form 
Project stage Steps Timing Interaction 
pattern 
Resources and 
materials 
Key 
competences 
Evaluation 
Criteria 
Publishing/ 
Celebration 
Blog visit: 
1. T provides SS with a link for them to visit 
the blog and finally see their work (the poem, 
the podcast and the PPT). 
5 min Group work Blog.  CD Crit.IN.3.1. 
Publishing/ 
Celebration 
Poetry recital: 
1. The coordinators of each groups come 
forward and recite their poems to their 
classmates. 
2. Each group chooses their favourite poem. 
20 min Individual and 
group work 
 CCL-CIEE-
CCEC 
Crit.IN.1.1. 
Crit.IN.2.1. 
Assessment & 
Reflection 
Peer- and self-assessment: 
1. SS evaluate each other and themselves by 
means of a rubric, which once they are done 
they hand in to the teacher. 
10 min Individual work Self- and peer-
assessment 
rubric in PPT 
(see appendix 
40). 
CCL-CIEE Crit.IN.3.1. 
Assessment & 
Reflection 
5-minute paper: 
1. SS describe their experience in the project 
writing a 5-minute paper in which they have to 
give “Two Stars and A Wish” to the project.  
8 min Individual work  CCL-CAA-
CIEE 
Crit.IN.4.1. 
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They are provided with linguistic scaffolding 
to help them complete the paper within the 
given time limit. 
2. SS hand in the paper to T, which will serve 
as feedback on the project to her as well. 
Assessment & 
Reflection 
Feedback: 
1. T gives feedback on their products and work 
to all groups. T gives suggestions for 
improvement regarding both the products 
themselves, as well as cooperative work. SS 
can also express any concern, disappointment 
or annoyance. 
12 min Teacher-fronted 
explanation 
 CCL-CAA-
CIEE 
Crit.IN.1.1. 
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Appendix 40: Materials from lesson 8 – Teacher’s PPT  
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Appendix 41: Lesson plan from lesson 1 of the implementation 
LESSON 1 
Learning outcomes 
At the end of this unit, students should be able: 
- To briefly define feminism using key vocabulary such as gender, equality, inequality, sexism, rights or sexes. 
- To explain the impact of feminism on society using the Present Simple or Past Simple 
- To process speech containing pauses, errors, corrections and other performance variables 
Project stage Procedure Timing Interaction 
pattern 
Resources and 
materials 
Key 
competences 
Evaluation 
Criteria 
Presentation 1. T presents herself. 
2. T explains some basic rules of classroom 
management. 
5 min T-Ss PPT presentation 
(see appendix 15) 
CCL-CAA  
Initial 
questionnaire 
1. Students complete a survey about their 
literary tastes and knowledge about 
feminism. 
10 min Individual 
work 
Google form (see 
appendix 1) 
CCL-CD-CAA  
Activation Introduction of the topic and driving question 
of the project. 
1. T presents topic and asks students 
questions about it. 
2. T presents the driving question. 
5 min Teacher-
fronted 
explanation. 
PPT presentation 
(see appendix 15) 
CCL-CD-CSC-
CCEC 
Crit.IN.1.1. 
Activation Word cloud discussion: 
1. T explains the activity 
2. Ss complete the activity 
3. When time’s up, T &Ss put in common the 
discussion about the known and unknown 
10 min Pair work PPT presentation 
(see appendix 15) 
and Word cloud 
(see appendix 16) 
CCL-CD-
CAA--CIEE 
Crit.IN.2.1. 
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words. 
Activation EdPuzzle on a speech about feminism by 
Emma Watson: 
1. T explains activity. 
2. Ss complete activity individually 
10 min Individual 
work. 
EdPuzzle (see 
appendix 16) 
CCL-CD-
CAA-CSC 
Crit.IN.1.1. 
Activation Voki: 
1. T plays the Voki that introduces the 
challenge. 
2. T repeats instructions about the challenge, 
final product and assessment, and checks for 
understanding. 
5 min Teacher-
fronted 
explanation. 
PPT presentation 
(see appendix 15) 
and Voki (see 
appendix 16)  
CCL-CAA Crit.IN.1.1. 
Activation Teams and roles: 
1. T explains the seating arrangements and 
roles in the cooperative groups. T also 
explains the distribution of poets among the 
groups. 
5 min Teacher-
fronted 
explanation. 
PPT presentation 
(see appendix 15) 
CCL-CAA-
CSC 
Crit.IN.1.1. 
Activation Homework: 
1. T explains homework to SS.  
2. SS ask questions. 
3 min Teacher-
fronted 
explanation. 
Google Forms: 
Compass Point 
(see appendix 17) 
and Poem 
handout (see 
appendix 18). 
CCL-CD-
CAA-CIEE-
CCEC 
Crit.IN.3.2. 
Crit.IN.4.1. 
Activation Google Drive: 
1. T asks the techies in the groups to create a 
Team Drive for their team. 
2 min Individual 
work 
Google Drive. CAA-CD-
CIEE 
 
Homework: Two Google Forms: a Compass Point (see appendix 17) and a handout about students’ assigned poem (see appendix 18). 
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Appendix 42: Lesson plan from lesson 2 of the implementation 
LESSON 2 
Learning outcomes 
At the end of this unit, students should be able: 
- To apply the grammar rules of the Present Perfect Simple to talk about recent past events and important changes in women’s lives 
- To ask questions about someone’s life and biographical information using the Present Perfect Simple 
- To extract specific data from a YouTube video 
Project stage Procedure Timing Interaction 
pattern 
Resources and 
materials 
Key 
competences 
Evaluation 
Criteria 
Discovery Grammar explanation: 
1. T explains the structure of the Pres. Perf. Simple in 
affirmative, negative and interrogative sentences. 
While doing so, T asks SS some questions to make 
them deduce examples. 
2. T explains the uses of this tense and adverbs 
related to it. 
10 min Teacher-
fronted 
instruction 
PPT presentation 
(see appendix 43). 
CCL-CAA Crit.IN.1.1. 
Crit.IN.2.1. 
 
Discovery True or false task: 
1. SS are asked to quickly discuss about four 
statements and decide whether they are true or false. 
2. T asks some pairs about their decision on the 
truthfulness of the statements. 
5 min Pair work PPT presentation 
(see appendix 43). 
CCL-CAA-
CCEC 
Crit.IN.2.1. 
Discovery Listening task: 
1. T explains the task and plays the video about the 
history of women’s rights. SS watch the video twice.  
2. In groups, SS create a list with three rights that 
women have gained and three ways to improve 
society regarding their rights. 
7 min Group work. PPT presentation 
(see appendix 43).  
 
YouTube video “A 
Brief History of 
Women’s Rights” 
CCL-CAA-
CSC-CIEE 
Crit.IN.1.1. 
Crit.IN.2.1. 
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3. T asks a few SS to share their answers and 
outcome of the task with the class. 
(see appendix 21). 
Discovery Grammar practice: 
1. T explains the activity to SS. 
2. Individually, SS complete a text with information 
about the poet on which they will specialise with the 
correct forms of the Pres. Perf. Simple. 
3. Students compare their answers with their 
teammates.  
10 min Individual and 
group work. 
PPT presentation 
(see appendix 43). 
 
Google Drive, 
where each group 
has access to the 
text about its poet. 
CCL-CD-
CAA-CCEC 
Crit.IN.3.1. 
Discovery “Thinker’s Key” 
1. T explains the task to students. 
2. SS divide the text into two parts, and each pair is in 
charge of a half. They have to find the questions that 
would be asked if the answers were their pieces of 
text. 
3. SS put in common their answer to this Thinker’s 
Key and write them down in a document in their 
Team Drive. 
7 min Pair and group 
work 
PPT presentation 
(see appendix 43). 
 
Google Drive. 
CLC-CD-
CAA 
Crit.IN.3.1. 
Discovery Homework: 
1. T shows SS document in Google Drive to which 
all teams have access, where they can find 
information about their homework. 
2. T explains homework (SS have to create a group 
PPT presentation answering a series of questions that 
were assigned using their roles). 
3. T shows WAGOLL of a PPT presentation. 
2. SS ask questions about homework. 
5 min Teacher-
fronted 
explanation 
PPT presentation 
(see appendix 43). 
 
Google Drive.  
CCL-CD-
CAA-CCEC 
Crit.IN.3.1 
Crit.IN.4.1. 
Homework: Reading a text about their poet’s life (see appendix 44) to create a PPT with the information that they found out and using a WAGOLL 
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Appendix 43: Materials from lesson 2 in the implementation – Teacher’s PPT 
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Appendix 44: Homework – Texts about the female poets  
 
 
 
Retrieved from: https://en.wikipedia.org/wiki/Marion_Bernstein  
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Retrieved from: https://en.wikipedia.org/wiki/Dorothy_Parker  
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Retrieved from: https://en.wikipedia.org/wiki/Maya_Angelou  
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Retrieved from: https://en.wikipedia.org/wiki/Wendy_Cope    
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Appendix 45: Lesson plan from lesson 3 of the implementation 
LESSON 3 
Learning outcomes 
At the end of this unit, students should be able: 
- To list descriptive adjectives such as silly, worried, ridiculous, upset, unpleasant, exhausted, surprised, angry, nasty, unique, proud, risky, rude 
and frightened 
- To use descriptive adjectives such as the aforementioned ones to describe key aspects of a poem in written and oral forms 
- To analyse the most important aspects of a poem, such as the number such as the theme, message, tone and figures of speech 
To participate in a conversation about the author and poem that they are studying using the Present Perfect Simple 
Project 
stage 
Procedure Timing Interaction 
pattern 
Resources and 
materials 
Key 
competences 
Evaluation 
Criteria 
Deepening Ordering task: 
1. T provides SS with a word cloud and explains 
the task. 
2. SS find the meaning of the words and create 
their ranking after having ordered them from the 
most negative to the most positive ones. 
8 min Group work. PPT presentation 
(see appendix 46) 
and word cloud 
(see appendix 47). 
CCL-CD-
CAA 
 
Deepening Round Robin: 
1. SS first discuss the answers to three of the 
questions of the form given as homework on the 
first day to activate their previous knowledge 
about the poem. They have 3 minutes to discuss 
about each question. 
6 min Group work PPT presentation 
(see appendix 46). 
 
Google Form (see 
appendix 18). 
CCL-CAA-
CSC-CIEE-
CCEC 
Crit.IN.2.1. 
Deepening Poem analysis:  
1. T explains the activity that requires SS to 
analyse the poem cooperatively in a doc in Google 
Drive. 
20 min Individual and 
group work 
PPT presentation,  
+ Poem analysis 
handout (see 
appendix 46). 
CCL-CD-
CAA-CSC-
CIEE-CCEC 
Crit.IN.3.1. 
Crit.IN.2.1. 
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2. SS specialise in one of the aspects provided in 
the handout to analyse the poem. 
3. In the last 5 min, SS put in common their 
analysis. 
Google Drive 
Deepening PPT improvement: 
1. SS add a slide to their PPT about their poet, in 
which they explain the themes and message of the 
poem. 
6 min Group work PPT presentation 
(see appendix 46). 
 
Google Drive 
CCL-CD-
CAA-CIEE-
CCEC 
Crit.IN.4.1. 
Deepening 1. Again, SS add a few slides to their PPT; this 
time to explain what they have learnt about gender 
roles and women’s rights through their poet and 
poem. 
2. If time is left, SS fine-tune the PPT and improve 
its style and format. 
8 min Group work PPT presentation 
(see appendix 46). 
 
Google Drive. 
CCL-CD-
CAA-CSC-
CIEE-CCEC 
Crit.IN.4.1. 
Planning Podcast rehearsal: 
1. SS plan how they will create the final product: 
the podcast. 
2. SS decide the roles they will play in the 
podcast, as well as the questions that they will ask 
the poet as part of the interview. 
3. Finally, they rehearse and ask a round of 
questions. 
7 min Individual and 
group work 
PPT presentation 
(see appendix 46). 
 
Google Drive. 
CCL-CAA-
CSIEE 
Crit.IN.2.1. 
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Appendix 46: Materials from lesson 3 in the implementation – Teacher’s PPT 
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Appendix 47: Materials from lesson 3 in the implementation – Word cloud 
 
 
 
Link: https://bit.ly/2IO8Kbh  
 
QR code: 
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Appendix 48: Lesson plan from lesson 4 of the implementation 
LESSON 4 
Learning outcomes 
At the end of this unit, students should be able: 
- To participate in a podcast as interviewers asking questions about someone’s life experiences 
- To participate in a podcast as interviewees answering questions about their life experiences 
- To create a PPT presentation 
- To list some Do’s and Dont’s of giving an oral presentation 
Project 
stage 
Procedure Timing Interaction 
pattern 
Resources and 
materials 
Key 
competences 
Evaluation 
Criteria 
Creation 
+ 
Planning 
1. T gives SS some tips before they start 
recording their podcasts. 
2. The first group to record prepares their devices 
with which the podcasts will be recorded. 
3. They record the podcast. 
4. The next group records and so on. 
Planning: 
1. SS who are not recording the podcast do an 
ordering and listing task about Do’s and Dont’s 
when giving an oral presentation. 
25 min (5 
min each 
group plus 
time for 
any 
mishaps) 
Group work PPT 
presentation (see 
appendix 31) 
 
Voice recorder 
in tablet. 
 
BBC text (see 
appendix 32) 
CCL-CD-
CAA- 
CSIEE-
CIEE- 
CCEC 
Crit.IN.2.2. 
Crit.IN.3.1. 
Publishing 1. Groups send podcasts to the teacher. 5 min Group work Gmail CD-CIEE  
Planning Listing task: 
1. T writes a list of Do’s and Dont’s on the 
blackboard by asking each group about the list 
that they created using the text from the BBC 
about giving an oral presentation. 
5 min Group work Blackboard CCL-CD-
CAA-CIEE 
CCEC 
Crit.IN.2.2. 
Crit.IN.3.1. 
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Planning Oral presentation exercises: 
1. In pairs, SS do two exercises about useful 
language for oral presentations. 
2. T corrects the exercises by asking SS to 
answer the different questions. 
10 min Pair work BBC activities 
sheet (see 
appendix 33) 
CCL-CD-
CAA-CIEE 
Crit.IN.3.1. 
Planning Finishing touches to PPT: 
1. In groups, SS give the finishing touches to 
their PPTs. 
10 min Group work Google Drive CCL-CD-
CAA-CIEE 
Crit.IN.4.1. 
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Appendix 49: Lesson plan from lesson 4 of the implementation 
 
LESSON 5 
Learning outcomes 
At the end of this unit, students should be able: 
- To give an oral presentation about a simple topic such as someone’s biography 
- To listen for detail during an oral presentation 
Project stage Steps Timing Interaction 
pattern 
Resources and 
materials 
Key 
competences 
Evaluation 
Criteria 
Publishing Oral presentations: 
1. SS give their oral presentations about their 
poets. 
2. While a group presents, the others fill in a 
chart with information about the poet.  
3. T as well as SS asks any doubts they may 
have to the group presenting. 
40 min Group work 
and 
individual 
work 
PPT presentation + 
Listening chart (see 
appendix 37). 
CCL-CD-
CAA-CSC-
CCEC 
Crit.IN.1.1. 
Crit.IN.2.1. 
Publishing 1. Groups send their PPT presentations to T, 
who will publish them in the BLOG. 
5 min Group work Blog  CD  
Final 
questionnaire 
1. SS complete a final form to compare it with 
the one that they completed on the first day 
and so as to check their progress. 
10 min Individual 
work. 
Google Form (see 
appendix 8). 
CCL-CAA-
CSC-CCEC 
Crit.IN.3.1. 
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Appendix 50: Final questionnaire – Answers of the section on literature  
 
Link: http://bit.ly/2YwkzHs  
 
QR code: 
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Appendix 51: Final questionnaire – Answers of the section on feminism 
 
Link: http://bit.ly/2KWi3Hm  
 
QR code:  
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Appendix 52: Final products of the project 
 
 
 
Link: http://bit.ly/2Ja6E3o  
 
QR code: 
 
 
